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Executive Summary

Office for Domestic Preparedness
Training Strategy

An Introduction to ODP

The Office for Domestic Preparedness (ODP) is part of the United States Department of
Justice’s Office for Justice Programs (OJP). Its predecessor, the Office for State and Local
Domestic Preparedness Support (OSLDPS) was established in April of 1998. The Mission
of ODP is to build and enhance domestic preparedness capacity within state and local
governments to assure effective response to Weapons of Mass Destruction (WMD)
incidents. To fulfill this misgin, ODP operates programs for equipment, training, exercises,
technical assistance and research and development.



Executive Summary
An Introduction to The ODP Training Strategy

The Officefor Domestic Preparedness (ODP) Training Strategy focuses on the most basic of issues
and questions confronting the preparation of our nation to respond to WMD incidents. These
questionsinclude: Who should betrained? W hat tasks should they betrained to performed? Which
training/instruction methods and training sites need to be paired with which tasks to maximize
successin training? What methods are most capable of evaluating competency and performance
upon completion of training; and What gaps need to be remedied in existing training to assure
consistency with the findings of the training strategy?

Key Questions Addressed in ODP Training Strategy
. Who should be trained?
J What tasks should they be trained to perform?

J Which training instruction/delivery methods and training sites
should be paired with which tasks to maximize successin training?

. What methods are most capable of evaluating competency and
performance upon completion of training?

J What gaps need to be remedied in existing training to assure
consistency with the findings of The Training Strategy?

Part I, Prominent Approaches to the Development, Delivery, and Revision of Training Programs,
Part 11, Model Process for WMD Training, and nine appendices constitute the bulk of The ODP
Training Strategy. This Executive Summary highlightsthe Fundamentalsof theWMD threat, the
Strategic approach to training and the Findings, Implications and Conclusions that approach
suggests so that they may be easily understood and implemented, and their impact expedited and
maximized.

FUNDAMENTALSOF THE WMD THREAT

The threat of incidents employing Weapons of Mass Destruction (WMD) - nuclear/radiological,
biological, chemical weapons and conventional explosives - is well documented and demands a
response. Groups and individuals declaring this threat/issue to be valid cite the potentia for
unprecedented level s of devastation to be brought by such an incident, focusing on the latter portion
of the"low probability, high consequence” mantraleveled at WMD. They also stressan overall lack
of national preparednessto effectively respond to WMD incidents, aswell as exponential increases
in our society’s inability to be inclusive and related increases in aienation coupled with greater
knowledge of and easier access to the necessary ingredients for WMD. This combination is seen as



suggesting a "when, not if" dimension to full execution of the WMD threat. This dimension was

coldly and demonstratively illustrated in attacks demolishing New York City’s World Trade Center
and significantly damaging the Pentagon in September, 2001. Other recent terrorist incidents around
the globe and within the United States involving either conventional explosives or other weapons
of mass destruction, including the Anthrax attacks in October 2001, underscore and confirm the
legitimacy of the WMD threat.

Response to the Threat

The response of the federal government’s legislative and executive branches to the WMD threat has
been manifold with over 40 federal agencies and more than a dozen congressional committees
sharing the lead. This response has been further magnified with the White House’s creation of the
Office of Homeland Security and complementary actions by the United States Congress.

A significant portion of the federal government’s response to the WMD threat has been embodied

in the United States Department of Justice's Office of Justice Programs (OJP). In 1998, the
Department of Justice (DOJ) established ODP’s predecessor, the Office for State and Local
Domestic Preparedness Support (OSLDPS) within the OJP. The ODP provides funds and facilitation
for equipment, training, exercises, and technical assistance to state and local emergency responders
with the ultimate goal of building a solid, sustained domestic preparedness capacity throughout the
United States. Successful achievement of ODP’s mission and execution of its programs requires
constant, ongoing assessments and reassessments of relevant information and knowledge.

An abundance of domestic preparedness training providers, courses, and facilities exist at all levels
of government throughout the United States, as well as in the private sector. These resources must
satisfy several million individual responders in need of initial training and sustainment training.
However, the availability of training courses and facilities often does not imply that sufficient funds
are available to actually execute training. In fact, funding availability to mobilize and conduct
training is an exceptional and significant problem. Part of the difficulty may be that resources and
workload are not well coordinated and that little, if any, central strategy exists to conduct training
that meets training needihe ODP Training Srategy provides guidance for planning, organizing

and delivering the most appropriate and successful training for the most appropriate audience.
Accordingly, it is a valuable resource for maximizing the impact of available funding.

Complexity of the WMD Threat

Numerous needs assessments, across disciplines and jurisdictions, have consistently identified a lack
of training as a major obstacle to domestic preparedness. This finding is especially consequential
alongside the realization that at least 10 distinct disciplines/professional groups are involved in
responding to WMD incidents, performing over 152 separate tasks. Further, both the disciplines and
tasks are likely to involve multiple dimensions in a WMD incident.

These complexities are spread across an emergepoyndes community in the United States that

is estimated at over 4 million individuals in thousands of agencies in some 3,400 jurisdictions -
numbers which increase and regenerate due to attrition, reorganizations and especially due to
advances in knowledge, technology and procedure. In this context, a strategic approach to successful



implementation of training and exercise programsto build domesti c preparedness response capacity
isrequired.

A STRATEGIC APPROACH TO TRAINING

The ODP Training Strategy provides a strategic approach to training and a national training
architecture for development and delivery of ODP programs and services. The research, the work,
and the goals of The ODP Training Strategy center on addressing and answering five critica
guestions encompassing smaller, derivative issues and concerns. The Findings and Implications
section, and the Conclusion section within this Executive Summary address these questions
specifically:

Who should be trained?
What tasks should they be trained to perform?

Which training instruction/delivery methods and training sites should be paired with
which tasks to maximize successin training?

What methods are most capable of evaluating competency and performance upon
completion of training?

What gaps need to be remedied in existing training to assure consistency with the
findings
of The Training Strategy?

Tasks of the Strategic Approach

Theinitia task for The ODP Training Strategy was athorough examination and documentation of
prominent approaches to the devel opment, delivery and revision of training programs. It was clear
that no topic-specific models were avail able to direct the curricular processes related to response to
incidents involving Weapons of Mass Destruction. The starting point, therefore, was the existing
literatureaddressing teaching and trai ning professional sin activitiessomewhat consi stent with those
of aWMD incident. The work for thistask isfully documented in Part I, Prominent Approachesto
the Development, Delivery and Revision of Training Programs, which provided the Strategy with
an understanding of six issues critical to all learning endeavors.



Key Issuesfor Part |

. Different ways that people are able to learn and disseminate information and
knowledge;
. Different ways curricula can be constructed;

. Different waysto identify what should be learned and different approachesto how it
could be learned;

. Different ways to construct and integrate courses,
. Different ways to teach and deliver training courses. and
. Different ways to evaluate and test the learning of individuals and groups.

Succinctly stated, the information contained in Part | educated ODP regarding the existence of
numerous approachesto learning and the rel ationship of those approachesto successinfulfillingthe
ODP mission.

The next mgjor task for The ODP Training Srategy was to develop and apply a step-by-step
strategic process for training specific to WMD incidents - amodel processfor WMD training. The
work for thistask isembodied in Part |1, Model Process for WMD Training.

To develop the model process, the numerous protocols described in the literature review of Part |

were synthesi zed, condensed, made appropriateto, and made specific for ODP-related training. This
adherence to a legitimate, literature-based process provided the structure and rigor needed in
developing The ODP Training Strategy. To ensure accuracy and objectivity, it required the input of

external Subject Matter Experts (SMES) from throughout the nation’s emergency responder
community, and relied upon research, examination, discovery and independent validation and
revalidation, distrusting the potential bias inherent in conventional opinion and wisdom. One
consistent caveat emerged from the work of this task - consistent with ODP’s constant assessment
and reassessment policy - neither knowledge, process or people are stagnant, hence a strategic
approach should not be a one-time event, but a continuum of effort with a beginning, but no finality.
The model process that was finally applied is illustrated on the following page.



Model Process for WMD Training
Determine the "Mission” of Training Initiative.

Identify the Disciplines or Organizations Housing Emergency Responders to
WMD Incidents.

(3] Develop Matrix Task Needs Assessments for Emergency Respondersin WMD
Incidents.

(4] Establish the Tasks (Knowledge, Skills, and Abilities) Unique to WMD
Incidents.

9

Determine the Criticality of Each Task, as Well as the Complexity of Each
Task.

Specify the Training Methods and Site Most Appropriate for Each Task.
Articulate Enabling Objectives or Learning Objectives for Each Task.
Identify the Tasks not Addressed in Existing Training.

Develop or Influence Training for Those Tasks.

® & © O ©

Courses Should be Sequenced Based on Complexity and
Competencies/Proficiencies.

The process shown in the steps above was necessary to objectively determine and document the
training mission, the training audience, work tasks performed in responding to WMD incidents and
training needs. It was also critical to matching types of training with learning objectives, and
delivery and evaluation methods.

To makethese determinations and discoveries, and to document them, the application of the process
was donein a sequentia fashion. That is, after the completion of each step, there was reflection as
to what that step suggested for the next. There was not a pre hoc determination of each step, each
direction, and each element. The process provided ageneral blueprint or map, but it was constantly
subjected to re-examination and revalidation.

At the compl etion of each task or step in applying the process, there was discussion, reflection, and
examination of the participants’ confidence in the comprehensiveness and results of that step.
Further examination was appropriate in many instances, prior to moving to the next step.



The general evolution of the strategic process development and application followed a graduated
sequenceof activity representing an exhaustive application of the expertise of eachtier, followed by
the employment of an expanded group.

Graduated Sequence
Step 1 ODP management and administration frames initiative

Step 2 Small group of planners explore al possible models and variations
that can be applied to WMD training

Step 3 Larger group of ODP staff critique strategic approaches being
considered

Step 4 Results submitted to expanding iterations of Subject Matter
Experts for input and final review

The graduated sequenceisfurther evident in amore detailed chronology of events occurring during
the conduct of The ODP Training Srategy. This chronology is presented on the next page.



Chronology of Events in the Application of the Strategic Planning Process

July, 1999

e ODP Director expresses concern with curricula development potential and ability to meet
present and future needs of jurisdictions served.

e ODPDirector beginsdialoguewith staff to devel op strategic processand initiatesfirst step
of mission statement development to provide guidance for all subsequent steps.

September, 1999

o Development of strategic training processdiscussed at the National Domestic Preparedness
Consortium (NDPC) meeting in Seattle (27" - 30™) and initial plans developed to proceed.

e Collaboration begun using three experts - a strategic planner, aWMD training developer,
and an educational curriculum development specialist.

e Draft and revise "Architecture for WMD Training Delivery" - becomes basis for "Part I,
Prominent A pproachestothe Devel opment, Delivery, and Revision of Training Programs” -
is guided by taxonomies of education objectives common to all major curriculum
development initiatives.

November, 1999 - March, 2000

e Continuetodraft andrevise"Architecturefor WMD Training Delivery" (earlier draft of the
Training Strategy for ODP continues with Part |1 initial drafting).

e ODP dtaff completes mission statement development including goals and objectives.

o Staff revisits and revises existing strategic plans related to training and training delivery
focusing on who should be trained and what tasks they should be trained to perform.

e Work on task gquestions draws on research of ODP National Needs Assessment,
(Responding to Incidents of Domestic Terrorism: Assessing the Needs of State and Local
Jurisdictions - 1999).

July, 2000

e Meetings of Subject Matter Experts (SMES) begin to address questions of who should be
trained, what tasks they should be trained to perform, and whether existing training
addressed all necessary tasks.

August, 2000 - December, 2000

e Full process described to the participants at the NDPC meeting. Process is discussed and
approved.

o Key decision reached regarding expanded guestionnaire of SMEs.

e Administration and analysis of questionnaire.

January, 2001 - March, 2001

e Questionnaireanalysisresultsreviewed by ODP staff. Additional SM E meetingsconducted
to review questionnaire responses and perfect learning objectivesrel ated to survey training
tasks.

¢ Duplicative training tasks deleted following SME review.

April, 2001 - August, 2001

o ODP staff initiates and completes the assessment of which gaps need to be remedied in
existing training by comparing SME approved tasks against existing WMD training
programs.

e Concurrently, initial collaborators review product of strategy research produced by
administrators, staff, and external SMEs.



FINDINGSAND IMPLICATIONS

The findings and implications of The ODP Training Srategy are prescriptive. They articulate or
point toward a desired "state”" - what ought to be. Given the multiplicity of disciplines, tasks and
dimensions and the potential permutations and combinations, the findings and implications are
numerous. However, exceptional themes did emerge. These are provided and organized consistent
with the five major questions introduced at the initiation of The ODP Training Strategy in 1999.

Who should betrained?
Discussion

The most basic of the discussions among ODP staff and the SMEs surrounded the comprehensive
list of "disciplines” involved in or affected by aWMD incident. Of course, thelistisendlessif taken
literally, since everyone within ajurisdiction can be affected. It was determined to be over-reaching
to include disciplines such as retail businesses, recreational facilities managers, and other similar
groups. While affected, they do not represent atraining target.

Findings

The Strategy identified 10 key disciplineswhose personnel should betrained to respond to incidents
involving WMD. Thesedisciplinesincluded Emergency Management Agencies, Emergency Medical
Services, Firefighters, Governmental Administrative, Hazardous Materials Personnel, Law
Enforcement, Public Health, Health Care, Public Safety Communications, and finally Public Works,.
The following are definitions and categories relative to these disciplines.

Disciplines Requiring WMD Training

Emergency Management Agency

Organizations, both local and state, which are directed to coordinate preparation, recognitions,
response, and recovery for WMD incidents. Titles - state and local EMA, voluntary organizations
(VOAD), professional associations (American Society of Civil Engineers, American Institute of
Architects, and so forth), human service agencies, and private agencies supporting EMA activities

Emergency Medical Services

Individuals who, on afull time, part time or volunteer basis, serve as emergency responders, EMT
(basic) and paramedic (advanced) on ground-based and aeromedical servicesto provide pre hospital
care. Titles - emergency responders, EMT (basic), and paramedic (advanced).

Firefighters

Individuals, who onfull-time, volunteer, or part-timebasis, that providelifesafety servicesincluding
fire suppression, rescue, arson investigation, public education, and prevention. Titles - firefighters,
company officers, and fire marshal’s office, US&R, and technical rescue.



Governmental Administrative

Elected and appointed officials responsible for public administration of community health and
welfare during an incident. Titles - mayors, elected officials, executives, and chief administrative
officers (city manager and supporting staff).

Hazardous M aterials Personnel

Individuals, who on a part-time, full-time or volunteer basis identify, characterize, provide risk
assessment, and mitigate/control the release of a hazardous substance or potentially hazardous
substance. Titles- technician, specialist, MMRS, and private companies and contractors supporting
hazardous materials activities.

Health Carée?

Individuals who provide clinical, forensic, and administrative skillsin hospitals, physician offices,
clinics and other facilities which offer medical care including surveillance (passive and active),
diagnosis, laboratory evaluation, treatment, mental health support, epidemiology investigation,
evidence collection, along with fatality management for humans and animals. Titles - physicians,
nurses, facility management, physician extenders (physician assistants and nurse practitioners),
dentists, medical examiners/coroners, therapists, veterinarians, epidemiologists, pharmacists,
technicians, security, environmental investigators, and medical records.

L aw Enfor cement

Individuals, full-time, part-time, or on a voluntary basis, who work for agencies at the local,
municipal, and state levels with responsibility as a sworn law enforcement officers.” Titles - patrol
officer, SWAT, bomb technicians, evidence, supervision/management/incident command, and
investigations.

Public Health

Individuals whose responsibilities include the prevention of epidemics and spread of disease,
protection from environmental hazards, the promotion of healthy behavior, responding to disasters
and assistance in recovery as well as assuring the quality and accessibility of health services. Titles -
epidemiologist, environmental engineers, environmental scientists, occupational safety and health
specialists, health educators, public health policy analysts, community social workers, psychologists
and mental health providers and counselors.

Public Safety Communications

Individuals, who on a full-time, part-time, or volunteer basis, who throudgimtéagy, serve as a
conduit and link persons reporting an incident to response personnel and emergency management,
to identify an incident occurrence and help to support the resolution of life safety, criminal,
environmental and facilities problems associated with the event. Titles -call takers, shift supervisors,
medical control centers, and dispatchers (EMS, police, and fire).



Public Works

Organizations and individual sthat make up the public/privateinfrastructurefor the construction and
management of theseroleswithinthefederal level. Thetitles/rolesinclude administration, technical,
supervision, and craft (basic and advanced) in the areas of environmental services (water quality),
solid waster, animal services, water treatment, public buildings, public parks, telecommunications,
engineering, equipment services, electric districts, and digital cable.

What tasks should they be trained to perform?
Discussion

The initial inquiry into the tasks necessary to be performed began with ODP staff independently
developing a list of tasks for each discipline involved in response to a WMD incident and then
reviewing those tasks against tasks identified in ODP’s 1999 needs assed3esguriding to
Incidents of Domestic Terrorism: Assessing the Needs of Sate and Local Jurisdictions. Gradually

through repeated reviews with expanded groups of ODP staff and SME’s, an extensive list of tasks
was developed by discipline, which professionals would be required to perform prior to, during, and
immediately following a WMD incident. There were many duplications of tasks and much
discussion turned on the amalgamation of tasks which were substantially the same and crossed all
disciplines. These tasks, labeled "Global Tasks," required an examination of similar-appearing tasks
as well as those determined to be substantively the same. The overall list of tasks, developed,
refined, verified as unique to WMD in the application of the task, and organized by discipline or as
applying to all disciplines,dcame thedundation of the answer to the question "What tasks should

be the basis of WMD training?" Tasks were verified and validated by ODP staff and state and local
SMEs, and additional information was gathered on each task.

It was determined that a relatively large group of Subject Matter Experts (SMEs) would be surveyed

to assess the tasks previously developed by the core group of SMEs. A total of 50 questionnaires
from SMEs were received and 235 tasks assessed across 10 disciplines. Each task was assessed
multiple times, from two to 18, depending upon the number of SMEs for each discipline. All totaled,
1,019 duplicated tasks were assessed, using twelve variables per task. The specific results of this
survey are included in Appendix 1 of The ODP Training Strategy.

Findings

. A total of 152 unduplicated tasks were identified as comprising the universe of necessary
tasks to be performed prior to, during and immediately after WMD incidents. It should be
noted that these 152 identified tasks are dynamic and as new threats and responses are
articulated, the list may expand or contract (see Appendix 2).

J All disciplines had tasks which were rated as "essential," but one in particular reflected a
uniformity ofcritical tasks. The discipline with the highest average rate of criticality for the
tasks inherent in that discipline was Emergency Management Agency. This may be due to
the integral position of that discipline in the planning, coordination, and recovery regarding
a WMD incident.



Some tasks were common to all disciplines. The category of Global Tasks representsthose
taskswhich, in the opinion of the SME groups, were applicableto all disciplines. Thesetasks
represent the building blocks of basic curricular components which are necessary for every
discipline. Inthe curriculum spiral, basic courses must be mastered before advanced courses
areattempted. These" Global" tasks can serveas prerequisitesor required course components
in curricular planning.

Whichtrainingdelivery or instruction methodsand trainingsitesneed tobepair ed with which
tasks to maximize successin training?

Discussion

The ODP Training Strategy addressed several delivery issues. It was important to learn that most
of the tasks were placed in the lower levels of the cognitive domain. Theimplication of thisfinding
is that those tasks are most often applicable to traditional methods of instruction. The complexity
of the task, the dependence on particular equipment or expertise, location-specific issues, al
contributed to the determination of the optimum site and delivery/instruction method of training
necessary for each task.

Findings

The placement of the tasks in and along a taxonomy of educational objectives suggests the
type of training needed to affirm performance of the task, as well as the complexity of the
training, the site, and the delivery methods or protocols. It alows resolution of issues
associated with how and where training should be delivered to best accommodate the
discipline-specific needs. The vast mgjority of all tasksfell within the cognitive domain and
werein thelower half of that domain. This suggeststhat traditional training methodsare
appropriatefor most of thetasks, and most of the tasks can be evaluated more easily than
would be the case if they were in the higher levels of complexity of cognition. Traditional
training methodsinclude sel f-paced readings, videos, classroom lecturesand discussion, and
problem solving exercises.

Thepreferred location for training for most taskswas " on-site” in the agency receiving the
training, using those resources available to the agency should the event be real.
Centralized delivery of training was determined to be preferable for a smaller number of
tasks, and was viewed as important for exposing personnel to resources which might be
available later, and to standardizing training in a controlled situation.

Thepreferred method for providing training aswell astesting or evaluating training was
projects and exercises. Most specifically this means training methods that allow for
demonstration and application of knowledge, skills, and abilities. Consequently, "projects
and exercises" connote training emphasi zing practical application, which can be conducted
in any of several domains; e.g., the classroom and the field. "Simulations,” "games," and
"exercises' represent far more than an opportunity to display readiness. These are viable



training methods in which the learner recognizes deficiencies, repairs the deficiencies, and
"learns’ to performthetask. Additionally, training/trainees are eval uated on the competency
and proficiency shown. Thedegreeto which thetasksare performedisassessed in arisk-free
environment so that when or if the environment isareal WMD event, the performance is
more likely to be adequate.

What methodsaremost capable of evaluating competency and per for mance upon completion
of training?

Discussion

A dominant theme in the literature, as well asin the policies and practices of ODP, isthe need to
evaluate training. If there are no expectations for the competency or performance of those being
trained, there is little chance of determining the degree to which needs are being met.> The
evaluation of training suggests the degree to which the training is successful, the degree to which
knowledge, skills, and abilities are taught, and a level of confidence that the public is being
adequately served by the agencies and professionals who are trained. For some tasks, the most
appropriate eval uation methods are rather traditional . Asthe tasks become more complex or require
the demonstration of skills and abilities, the evaluation becomes more demonstrative.

Exercises(both small andlarge), werefrequently identified asmost appropriate to show competence
and evaluate performance. Individual tasks were more "competence" related while group or team
tasksweremore" performance” related. Indeed, exercises seemed likely to performnot only acritical
role as adelivery method but also as an evaluation method.

One aspect of evaluation not addressed by the SMES, but clearly identified in the literature, is the
function of evaluation asacurricular revision tool. If training methods or approachesfail to produce
thedesired performance or competence, the curriculum should berevised or the methodsreexamined
to better accomplish the purposes.

Findings

. Thepreferred method for providing training aswell astesting or evaluating training was
projects and exercises. Most specifically this means training methods that allow for
demonstration and application of knowledge, skills, and abilities. Consequently, "projects
and exercises" connote training emphasizing practical application, which can be conducted
in any of severa domains; e.g., the classroom and the field. "Simulations,” "games," and
"exercises' represent far more than an opportunity to display readiness. These are viable
training methods in which the learner recognizes deficiencies, repairs the deficiencies, and
"learns’ to performthetask. Additionally, training/trainees are eval uated on the competency
and proficiency shown. Thedegreeto whichthetasksare performedisassessedinarisk-free
environment so that when or if the environment isareal WMD event, the performance is
more likely to be adequate.



J While the general preference for methods to test and evaluate training was projects and
exercises, some tasks were viewed as amenabl e to testing using individual testing methods
capable of determining competency. "Demonstration” of competence was mentioned
frequently as a preferred method of testing, assessed during or independent of exercises.
Some of the tasks frequently associated with demonstration of competence involved the
development of plans, documentation, and equipment restoration. Written examinations or
oral examinations were selected as the most appropriate testing method for tasks such as
when to wear PPE, knowledge of different kinds of agents, special hazards of aterrorism
incident, maintenance of data inventory, and terms or terminology associated with WMD
incidents. These traditional types of evaluation are most appropriate as precursors or
prerequisitesto performance-measuring exercisesand generally appropriatetoidiosyncratic,
lower-level (Knowledge, Comprehension) cognitivetaskswhich woul d then be consolidated
or amalgamated in asmall group or large group exercise.

What Gaps Need to be Remedied in Existing Training to Assure Consistency with The ODP
Training Strategy?

Discussion

The clearest, most straightforward method of determining which tasks were covered by existing
training programs was an inspection of the 152 tasks identified by The ODP Training Strategy by
ateam familiar with the training currently provided by ODP, the training under development by
ODP, and thetraining offered or being developed by other federal agencies. Thisapproach wasable
to identify those tasks being accommodated and, most importantly, those tasks not being
accommodated by any training.

The team inspected each task, the learning objectives of each task and matched the task to the
knowledge, skills, and abilities produced in existing ODP training. The tasks were categorized as
(1) already accommodated in one or more ODPtraininginitiativesor courses, (2) includedin courses
currently under development, (3) included in courses or training initiatives of asister agency, or (4)
recommended for the development of a new course or the enhancement of an existing course to
includethe task, knowledge, skill, or ability (See Appendix 4 of The ODP Training Strategy for the
list of tasks and the gap analysis assessment).

Findings

. Of al unduplicated tasks, 55.3 percent were deemed to be accommodated through existing
ODPtraining. Another 17.8 percent were included in courses currently under devel opment.
A few tasks, 9 total, were offered by sister agencies. These results suggest that ODP has
accommodated or isaccommodating 73.1 per cent of thetasksuniquetoWM D identified
by different, independent groups of SMES, using different methodologies. An additional 5.9
percent of the tasks are within the purview of other sister agencies. The implication isthat
at the federa level, ODP is the dominant provider of training on all tasks associated with
WMD and that it has been accomplishing its mandate appropriately.



. Thirty-two tasks, or 21 percent of all unduplicated tasks, were not accommodated by
existing training and were recommended for inclusion in existing courses or the
development of new courses.

J An inspection of the 32 tasks recommended for course development and not being
accommodated through existing training suggests that most of these tasks are complex
ones. These complex tasks generally involve coordination among and between disparate
agencies and organizations or the management of activities within the agencies.

In the Global tasks applying to all disciplines, for example, one of the tasks identified asagap is
"Integrate volunteers, community groups, and individual expertise, as appropriate, into the WMD
response plan. Indeed, "Coordinate," "Integrate,” or "Manage" are the verbs associated with most
of the tasks recommended for future development. This observation isimportant and problematic.
These complex tasks, often at the higher levels of the cognitive domain, are the most difficult to
teach or train and are almost always assessed through demonstration or exercise. Additionally, the
content and scope of the complex tasks are often not evident until a level of practice has been
achieved at the lower levels. Additional information gleaned from the more basic programs and
curricula can inform and change the structure of the complex tasks. The basic level tasks are
predicates for the more complex ones and most of these base tasks have already been developed or
are being developed for delivery. The curriculum spiral suggeststhat thisis an orderly progression
and a necessary one for the future development of complex tasks, knowledge, skills, or ahbilities.
Prudence would suggest, however, that the development of training to accommodate these tasks
proceed immediately, especially considering the importance placed on many of the tasks by the
SMEs and the clear need for development of training within a discipline as key to coordination as
iISEMA.

J Some disciplines represent a greater need for training due to the lack of WMD-specific
training within the existing training avail able in those disciplines. Thedisciplines showing
the greatest need for WM D training dueto the absence of existing training are

Law Enforcement

Public Safety Communications

Governmental Administrative
Each of these disciplines has only about one quarter of the tasks associated with WMD
covered through existing training available within the discipline.

. Some disciplines have done an admirable job of incorporating WM D-specific issues and
tasks into existing training. Those disciplines which have high levels of accommodation
of WM D-specific tasksin existing training are:

Hazardous Materials

Firefighters
Each of these disciplines hasa most two-thirds of the WM D-specific tasksal ready addressed
withinexisting training inthosedisciplines. It isevident that these disciplineshave standards
of training, performance, and competency which may have hel ped to encouragetheinclusion
of such issues and tasks, while monitoring their accomplishment.



. The development of new courses is a difficult and arduous process. The disciplines of
Emer gency M anagement, Gover nmental Administrative, and Public Worksr epr esent
those in greatest need of new courses and the new courses are likely to involve higher
levels of complexity, according to the SMEs. About one-third of the tasks requiring new
courses in each of these disciplines are in the highest categories of the cognitive domain.
Thesetaskstypically require the greatest resources and time in order to assure competency.
Most of the other tasks in those disciplines are in the lower categories of the cognitive
domain. However, the Global taskswhich need new coursesareall inthehigher levelsof the
cognitive domain.

CONCLUSIONS

Thefirst major conclusion of The ODP Training Strategy, a point of uncertainty at the initiation of
the study, isthat the WM D environment isonein which disciplines, tasks, and definitions can
bearticulated sothat cour sescan flow logically from thecompetenciesdesired or needed. This
iSno minor issue. Some phenomenon are so amorphous that they must have time to develop to the
point that tasks can be identified in "successful" completion. Typicaly, practice provides the
experience necessary for a phenomenon or focus of inquiry to mature to the point that curricular
elementsareidentifiable. The experience with WMD is, fortunately, immature. The maturity of the
disciplines associated with WMD, combined with the expertise of the SMES, however, made the
process possible.

A second conclusionisthat the strategic planning process used hereisthe superior processfor
current and future curricular development for training in a critical, sensitive arena such as
WMD that has practical, applied aspects as well as planning and analytical aspects. The
synthesis of a variety of mature disciplines with relatively standardized training regimes with
disciplines with little or no standardized training creates unusual problems. ODP isin the difficult
position of bridging the territoriality of these disciplines such that if and when they must work
together in responding to a WMD threat, they can do so with some sense of unity. This sense of
unity can only be devel oped through the training process. Two common philosophical positionsare
(1) public service, and (2) strategic planning. Building on both predicates, the curricular
development initiative has broad, accepted implications for WMD issues, as well as, other issues,
threats, and agencies. Thisinitiative can, therefore, serve asamodel for the coalescing of disparate
disciplines to achieve a unity of action in a crisis situation. This is perhaps the most important
implication to draw from thisinitiative. The curriculum will change and be refined in the future, the
tasks will change as new technologies and new threats become evident, and the disciplines will
change as imperatively coordinated associations develop. The process described here will remain
largely the samefor ODP and any other organi zation adopting thisapproach. Infact, itisthe strength
and continuity of the process which will allow, encourage, and manage change.

A third conclusion of major importance is that there is a clear and present need for the
standardization of expectations and performance measures for tasks associated with the
responseto WMD threats. That is not to say that standards are absent. They are certainly present,
to agreater or lesser degreein thedisciplinesidentified in this process. Somedisciplineshavefirmly
and clearly articulated standards for training and performance, based on the objectives for each tier



of practitioner in the discipline. Others have "standards" requiring or mandating a certain amount
of training but not consistently specifying the topics, performance measures or competency levels.
Others have virtually no specified standards of performance, training, or competency. All of the
disciplineslack the requirementsfor comprehensive training on coordination with other disciplines
during crisis situations. The lack of recognized, accepted standards of training for all disciplines as
related to WMD threatsis a major deficit. Correction of this deficit will require the leadership of
ODP, other federal agencies and the cooperation of training partners as well as the disciplinesin
formulating, testing, implementing, and evaluating hypothetical standards of training which can
ultimately be adopted as WMD standards. For those disciplines with established standards of
performance and training, thisgoal will not be considered alien or even problematic. The seguewill
be amost seamless. Those disciplines relatively young in the development of standards will likely
be resistant to such an initiative but the result can, again, serve as amodel. What is accomplished
for WMD threats can be accomplished for other types of crises, threats, and situations facing these
disciplines and requiring that those disciplines clearly articulate standards of training, performance
and competence. Thisimplication isnot intended to be pejorative or to suggest incompetence, poor
performance, or immaturity within thedisciplinesnor inflammatory to anyoneby the use of standard
inany legal sense. After recognizing, testing, and validating the differencesin tasksfrom discipline
to discipline, aneed for uniformity or consistency is evident.

A commonthemein The ODP Training Strategy isthe need for greater integration and coordination,
discipline-to-discipline. Thisleadsto the fourth conclusion that it iscritical for ODP to maintain
its position of prominencein facilitating the training efforts of each of the disciplines as well
as coalescing and coor dinating the combined efforts of some or all of them. For agencies,
organizations, and disciplines to come together during a crisis situation and function as one, each
with their own expertise and responsibility but coordinated in their accomplishment of the goal of
public safety, requires a coordinating force. At the federal level, ODP isthat force. The missionis
to "build capacity” of the local and state agencies and organizations, in a collegial fashion.

A fifth conclusion of this initiative is that the curricular development for WMD training
appearsto have progressed in an orderly fashion but can proceed in even more appropriate
directionsin the future. That is not to say the assessment is over and the job is done. Quite the
contrary. More information on the appropriate direction, tasks, training methods, testing methods,
and sitesis avail able now and better courses can be developed, providing more appropriate training
for the disciplines. Additionally, many of the tasks are recommended to be combined with existing
training in the disciplines, enhancing that existing training and not requiring new courses at the
federal level. It isunusual for an organization to accept the notion that it should influence the work
of others rather than do the work itself. With the information gleaned from this initiative, ODP
should develop those courses needed to accommodate tasks which are not covered by existing
training OR to influence disciplines to expand or bridge the existing training to accommodate the
tasks.

A major implication associated with thisconclusionisthat thetraininginitiativesunderway have
face validity and are consistent with the general needs of the disciplines representing the
audience. Thiswas not assumed at the outset of The ODP Training Strategy. It became evident that



the process used to develop the initial courses and curricula was consistent with the DACUM
(Develop a Curriculum) models described in the literature. It relied on SMEs, experienced
administrators, and akeen understanding of risks, threats, and response. This face validity does not
invalidate the project, nonetheless, no curriculum is so appropriate that it cannot be refined. The
refinement described in this process is so extensive, it is likely to be the most appropriate, most
examined, and most validated set of tasksdevel oped in such ashort period of time. Over many years,
somedisciplineshaverefined thetasksand courses successfully, asisthe case with Fire. Theprocess
described here is one that occurred actively in only one year yet it has the rigor seldom seen in
similar processes lasting far longer.



Notesto the Executive Summary

1. The type of WMD incident is a critical factor. A WMD incident could involve a highly toxic
chemical, or biological agent, or a radiological isotope, such as sarin, anthrax, or cobalt-60,
respectively. These materials could be disseminated through an improvised explosive device in
addition to other, secondary dispersal devices designed to harm the publicin general and responders
arriving at the scene.

The emergency responder community is alarge one - involving emergency managers, emergency
medical services, firefighters, hazardous materials (HazMat) personnel, law enforcement, public
health personnel, public works personnel and potentially many other officials. Consequently, the
matter of who should respond to aWMD incident has become an important, but not asimpleissue
joined by theissue of who among the emergency responders should command and control, the scene
when numerous responders are present.

The different phases of WMD incidentsinvolve another challenge: Whether theincident isthe pre-
incident, the crisis response and management, or the recovery and consequence management stage,
has a major impact on all other dimensions of preparation and response.

The numerousjurisdictions of the United States present awide and dynamic range of risk and threat
factors relative to WMD incidents and thereby introduce the dimension of where to prepare for
WMD response and the related matter of preparedness priority.

An overriding, if not final, dimension of WMD preparedness relates to what is intended to be
achieved in preparedness efforts. Is the goal of these efforts awareness, deterrence, prevention,
detection, effective response and management, crime scene management, full recovery and
conseguence management or some combination of each? Goal choice has perhaps the most
controlling impact on preparedness and its actual substance. Each of these dimensions of aWMD
incident has a great singular importance, but the ultimate challenge is to integrate all of these
dimensions so that they are fully understood and coordinated and so that they function effectively
in practical exercises and actual incidents.

ODP’s training program is its dominant effort toward realizing its mission. However, the terms
“training" and "exercise" are often used interchangeably. And, in fact, exercise is generally viewed
as the "highest" form of training. ODP operates both a training program and an exercise program.
The special attention directed to exercises as a form of training by the organization is consistent with
the findings of the Training Strategy of ODP. To wit, exercise is the method of training most capable
of maximizing preparedness for response to a WMD incident.

2. We are reluctant to include the 63 Public Health and Health Care tasks in these data because they
were not subjected to the full range of SME assessment in The ODP Training Strategy, particularly
the last SME meeting in March, 2001 and subsequent ODP assessments. The Public Health tasks,
along with those of Health Care were included in the SME survey conducted in late 2000. While
these tasks are not reflected in the findings in this section, they represent important components in
the coordinated response to WMD incidents and are likely to be further explored through the



continuing work of sister agencies such as those listed below. Midway through the ODP Training
Strategy process, it was determined that, to reduce duplication of effort, those other agencieswould
move forward on Public Health and Health Care tasks and issues. The summary findings for these
disciplines are presented here only to serve as benchmarks for these other efforts.

There were 36 tasks identified early in the process as WM D-specific in the field of Public
Health. The average criticality, according to the SME questionnaires, was 4.11 and the
degree to which the tasks are accommodated by existing training in that discipline was
17.07%. The most evident gaps in existing training were associated with the devel opment
of plans for mass fatality management, mass medication and immunizations, and
epidemiological coordination, al rated very high in criticality and very low in current
implementation. Several of the most critical tasks involved coordination with EMA.
Similarly, someof themost critical of the 27 tasksin Health Careinvolved coordination with
EMA and the development of plans for mass medication and immunization. The average
criticality level of Health Caretaskswas4.28 and, ontheaverage, therate of accommodation
through existing training was 30.57%. Key findings associated with Public Health and
Health Care, based on this inchoate assessment, focus on the pressing and unmet need for
training in the development of coordination and collaboration plans between Public Health,
Health Care, and EMA, particularly for mass medication and immunization, aswell as plans
to clarify epidemiological responsibilities within the disciplines.

Work for determining WMD training content for public health and health care professionals was
conducted separately by the United States Department of Health and Human Services (DHHS),

Office of Emergency Preparedness (OEP) via contract with the American College of Emergency
Physicians (ACEP) to develop the strategies required to prepare emergency medical personnel-
specifically emergency medical service providers, emergency physicians, and emergency nurses- to

respond to WMD incidents. Thiswork relied on atask force of Subject Matter Experts (SMES.) The

entirety of the work is contained in ACEP’s Task Force of Health Care and Emergency Service
Professionals on Preparedness for Nuclear, Biological, and Chemical (NBC) Incidents, FINAL
REPORT on Developing Objectives, Content, and Competencies for the Training of Emergency
Medical Technicians (EMT), Emergency Physicians, and Emergency Nurses to Care for Casualties
Resulting From NBC Incidents, Contract No. 282-98-0037.

3. For example:

The degree of agreement among the SMEs for each discipline was remarkable. This agreement was
measured using Kendall's W (Coefficient of Concordance) statistic and the lowest degree of
agreement within the disciplines was .754 (Governmental Administration) and the highest was .94
(Public Works) showing almost perfect agreement. Even for the Global tasks, the coefficient of
concordance for the 18 respondents was .892. These unusually high levels of agreement (1.0 would
indicate perfect agreement and 0.0 shows perfect disagreement) validate the results since there is
little variance in the responses across SMEs.

Key findings from the survey addressed the issues of criticality of the tasks (the exact question was
"Indicate, on the scale below, the level of ‘criticality’ you associate with someone in your discipline
being able to perform this task - How important is the task?" with a scale from Not Important (1.0)



to Essential (5.0)) and the degreeto which thetasks are accommodated through existing training (the
exact questionwas" Select thelikelihood that the knowledge, skill, or ability associated with thetask
isalready apart of thetraining received by most professionasinthisdiscipline.” withtherangefrom
Not Part of Any Existing Training (0%) to Already Part of All Training (100%)). Additional items
from the questionnaire were selected and assessed for this summary. On average, the Emergency
Management Agency tasks and the Hazardous M aterial s responder tasks were viewed as having the
highest levels of criticality, although there was no effort to compare tasks across disciplines. The
taskslisted within the Firedisciplineand those under HazM at showed high level sof accommodation
within existing agency and discipline-specific training (59.8 percent and 68.7 percent) suggesting
that those disciplines have already addressed most of the key issues related to WMD through
exigting training. At the other extreme were the disciplines of Governmental Administration (22.4
percent of the tasks were accommodated through most existing training), Public Safety
Communications(22.5 percent of thetaskswereaccommodated through most existing training), and
Law Enforcement (26.7 percent of the tasks were accommodated through most existing training).

For all 235 tasks, the average criticality level, on ascale of 1 (Not Important) to 5 (Essential) was
4.2316. For all 235tasks, thelikelihood that the task is already part of the training received by most
professionals in the discipline surveyed was 36.9833 percent.

4. Appendix 1 of The ODP Training Strategy includes detailed results of many aspects of the
analysis, including the level of training and the method of delivery. The vast mgjority of the
responses (98.6 percent) placed the task in the cognitive domain and 68.5 percent were placed in the
lower half of that domain, in the categories. percent) placed the task in the cognitive domain and
68.5 percent were placed in the lower half of that domain, in the categories:

Knowledge identify, specify, state
Comprehension explain, restate, trandate
Application apply, solve, use

The preferred location of the training was "on-site” in the agency, described as "This traditional
method could be offered at agency-specific locations, jurisdiction-specific locations, or regionally.
Traditional methods are most appropriate for many clientele but time and travel restrictions may
limit theaudience." For sometasks, however, computer-based instruction (described as" Thismethod
may incorporate Internet instruction with the now established computer-based modelsfor delivery
of instruction to different audiences. This approach offers the most flexibility for the clientele but
may compromise interaction, demonstration, and feedback.") was viewed as a viable aternative to
traditional face-to-faceinstruction (" For someof themost complex tasksor tasksrequiring particular
equipment, centralized instruction was selected as the best option Some training courses are best
offered in central locations. The reasonsfor transporting participantsto central or regional locations
canincludeissues such asmodels, rare equipment, instructional continuity, and thelike.") It wasnot
uncommon for the SMEs to designate two options as acceptabl e (generally On-site and Centralized
were the options selected most frequently).



5. In the SME survey, "Projects and Exercises’ was the method selected most frequently for
providing the training, as well astesting or evaluating competence and performance for the tasks.
Small group exerciseswere selected twice asfrequently aslarge group or multi-agency exercisesbut
those two categories represented the most often selected evaluation methods. Consistent with the
literature, thosetasksin thelowest levels of the cognitive domain were selected for written testsand
those selected for computer-based instruction were often selected for self-assessment.



Part |. Prominent Approachesto the Development, Delivery and Revision of
Training Programs

Theinitid task for The Training Strategy for ODP wasathorough examination and documentation of
prominent approachesto the devel opment, delivery and revision of training programs. It wasclear that no
topic-specific model swereavailableto direct the curricul ar processesrel ated to responsetoincidents
involving Weaponsof MassDegtruction. Thestarting point, therefore, wastheexisting literatureaddressing
teaching and training professional sin activitiessomewhat consistent with thoseof aWMD incident. The
work for thistask isfully documentedin Part I, Prominent Approachesto the Development, Delivery and
Revision of Training Programs, which provided the strategy with an understanding of six itemscritical to
all learning endeavors.

Part | frames the discussion of WMD training by considering the following:

. different ways that people are able to learn and disseminate information and knowledge;

. different ways to identify what should be learned and different approaches to how it could be
learned;

. different ways to teach and deliver training courses;

. different ways curricula can be constructed;

. different ways to construct and integrate courses; and

. different ways to evaluate and test the learning of individuals and of groups.

Most succinctly put, the information contained in Part | educates ODP regarding the existence of numerous
approaches to learning and the relationship of those approaches to success in fulfilling the ODP mission.



Chapter 1
Introduction: Planning and Implementing a Curriculum in a Specialized Discipline

Chapter 1 Outline

Introduction: Planning and Implementing a Curriculumin a Specialized Discipline
Elements of Srategic Planning
Advantages of Adopting a Planning Approach
Overview of this Document

Thedevel opment of atraining programin aspecialized disciplineisaprocesswhichissimilar toand

informed by “strategic planning.” Virtually every serious and comprehensive contribution to the literature
on curricular development and design includes a section on strategic planning. Similarly, every
comprehensive discussion on the justice-related discipline addresses the issue of strategic planning. It
would be inappropriate to ignore this planning concept here.

Elements of Strategic Planning

Experts on strategic planning have identified a variety of steps in the process. Some of the literature
catalogues a complex array of steps in the planning process while some have only a few, critical steps

Strategic planning in education has been addressed often and by some very qualified experts. It would be
duplicative to catalogue many of the approaches, which tend to differ slightly but in non-substantive ways
so only a few approaches will be described. These approaches have utility later as we describe the
processes which can be and should be used in developing a “training architecture” or structure.

We will first view what Bryson and Einsweilecall the basic steps in public sector strategic planning.
These are the logical steps an organization, particularly a public organization should take in developing
strategic plans. These steps are:

. Scan the environment

. Select key issues

. Set mission statements or broad goals

. Undertake external or internal analyses

. Develop goals, objectives and strategies for each issue

. Develop an implementation plan to carry out strategic actions
. Monitor, update and scan

These or similar steps in a strategic planning process can assist an organization in clarifying directions,
establishing priorities, and make defensible decisions, across levels and fuhctions.



M cCune® describesacurricul ar planning processwhichincludesbut isnot limited to strategic planning.

She uses strategic planning to address the question “Where are we going?” and includes in this element (1)
the strategic plan, (2) the mission statement, (3) the goals, and (4) the decision points. The next element
in the planning process described by McCune is program planning. She uses this term to describe the
answer to the question “How do we get there?” and includes (1) a curriculum plan, (2) a personnel
development plan, (3) afacilities plan, and (4) a budget. The final element she describes is the program
delivery plan which answers the question “What do we do to get there?” and includes (1) lesson plans, and
(2) work plans. McCune’s planning process addresses broadly the issues of relevance (strategic planning),
effectiveness (program planning), and efficiency (program delivery).

Finch and Crunkilton describe a strategic planning process which is more specific than McCune’s. They
define strategic planning as a process or series of steps that guide the organization through:

. Examining the external environment and its impact on the organization now and in the future.
. Conducting a self examination.

. Formulating vision and mission statements to guide the organization in the future.

. Developing specific plans that will assist the organization to fulfill its vision and mission.

. Applying the strategies included in the plan.

. Evaluating the organization through formative and summative assessment apgtroaches.

Clearly they emphasize the introspective examination of the organization or unit to determine the
appropriateness of the actions. They give little insight, however, on the process of developing the specific
plans (step 4) which are to be used. This is the information the organization or agency is most interested
in seeing articulated because it represents the blueprint or “road map” which, if followed, is likely to
accomplish the objectives. Their steps provide information on the general objectives and outcomes of the
steps but we can turn to justice-related literature to find more specificity in the steps or elements.

One of the most comprehensive and specific treatments of planning was contributed by VictorPStrecher.
Following years of planning and delivering police training and decades of planning and directing some of
the most prestigious criminal justice educational programs in tlen&trecher published a treatise on
Planning Community Policingdesigned most likely as a text, the book has been used by many police
administrators in directing systematic and strategic change within organizations.

Under the heading “Goal-Oriented Change,” Strecher describes sixteen steps or elements in the system
planning model. These steps are consistent with the strategic planning process but provide specificity within
some of the categories. The steps or elements are:

Define the problem

Define the service goal

Analyze the service goal

Accept, refine or reject the service goal

Commit the agency to the goal - policy, dimension of response
Compile an array of strategy alternatives



Analyze the costs of strategy alternatives

Select the strategy

Convert the strategy to an action plan

Divide the work of the action plan

Assign the task to units

Implement the action plan

Monitor the operation

Feed back the monitoring information

Refine any stage in the retro-plan

Manage the system toward its goal and productivity

Each of thesesixteen stepsor dementsrequiresagreat deal of work and each could easily bedividedinto

many more elements or steps. Most organizations begin by compiling “an array of strategic alternatives”
but, as Strecher advises, there are issues related to problem identification and service goal development
prior to determining which strategies apply.

Advantages of Adopting a Planning Approach

Toimplement a plan without first developing a plan is illogical. Similarly, to implement a curriculum without
planning and developing that curriculum or training process is ill-advised and illogical. What most
organizations seek is a process which adopts the goals, however they are produced, and achieves the goals
of the organization. Boiled down to one element, the organizational goals should be achieved. Inthe
training environment, the objective is to implement and instruct the appropriate curriculum to prepare
people to resolve or address certain issues and problems.

Overview of this Document

This documentincludes a theoretical platform or predicate, Part I, and a more focused, condensed process
for curriculum development, consistent with the predicate. The articulation of the theoretical foundation is
broadly based in order to accommodate changes in the future as well as provide guidance and suggestions
for further development of curricula. The more focused “process” portion of this document, Partl, is
intended to provide guidance in the development of a training curriculum in a specialized discipline. It does
not include all of the foundational information and materials used to develop academic “degree-granting”
disciplines, although that may be useful for future initiatives.

In the composite, this document is a strategy for curriculum development. The strategy is not intended to
meet a specific quantifiable goal, although itis constructed so that it may be adjusted to do so. ltis, inthat
sense, a generic strategy that should work on any scale and in any environment. A companion to Parts |
and Ilis the Executive Summary which introduces the document and provides answers to key questions
associated with training in the WMD environment. The processes used to glean those answers were
consistent with Parts | and Il which reinforces the utility of the portions as “predicates” for the continued
understanding of the best, most appropriate curricular approaches for WMD.



Part | of the strategy is comprised of the Introduction and five other sections: (1) Contemporary
Approachesto Curricular Development, (2) Assessment of Training Needsto Determine Curricular
Content; (3) Curriculum Devel opment and Revision; (4) Training Delivery Methods; and (5) Quality
Control Measures.

The section on contemporary approachesto thedes gn and devel opment of acurriculum, describesbroad,
overarchingissuesassociated with envisioning and perfecting acurriculum, with examplesto show that it
isnot afast processbut onewhichincludesformation and revision over time. Theseexamplesincludeboth
education and training curricula, based on literaturein the disciplinesexemplified. TheNeeds A ssessment
section addressesthe processfor determination of need for training and education and focused indications
of the content of that curriculum. The curriculum development and revision section addressesthe process
for devel oping and revising coursesfor which thereisadetermined need, with particular attentiontothe
educational objectives. If the educational objectives are properly constructed, and based on good
educational theory, the curriculum should be sound. For that reason, agreat deal of attentionisgivento
the prominent taxonomiesof educationd objectives. Theseobjectivesbecomecommonthemesinthisand
other sectionsof thedocument. Thetraining delivery section addressesthe processfor determiningthe
delivery method(s) to be employed for each course devel oped, based on the educational objectivesand
other criteria. Thequality control section addresses competenci es, course monitoring and eval uationsand
the maintenance of a comprehensive feedback loop.

Weareof theopinionthat thisdocument hasutility anditsutility will increaseover time. A curriculum
devel oped on asound foundation, apredicate based on good theoriesand valid educational philosophies,
will have sufficient valueso asto endure aslong astheneed for thepecific educationexist. Thecurriculum
will change, aswill the approachesused to devel opit and theinherent courses, ashasbeen the casewith
every other curriculum. No effort hasbeen madeheretojustify an approach or evento specify any one
approachto curricular development. The emphasis, instead, isto devel op an appropriate, defensible
processwith optionswhich can beadopted and tail ored by subject-matter expertsto develop andrefine
courses and curriculato meet ever-changing needs.
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Introduction

Often curricula are developed or designed in a philosophical void. There are no prevailing

ideol ogies to guide the curriculum managers or those responsible for oversight of the process. Itis
possible to develop a curriculum which is useful and wholesome without such guiding principles,

but it is far more likely that the curriculum and curricular processes will succeed if there are
overarching philosophies. Threesuch design philosophiesaredescribedinthischapter. Whileit may

seem that this process is the entire “curricular development” process, it is really an incremental
process of identifying and articulating the key elements, driving forces, rationale, and philosophies
at each stage but with the first strategies being the most important. If a curriculum is begun
incorrectly, it will be flawed throughout. Ifitis begun correctly, flaws may develop but they are less
likely to be fatal.

Systems Approach

Finch and Crunkilton define a system as “a collection of elements, interacting with each other to
achieve a common goal.” Later we will talk about “Individualized Instruction” as a system
revolving around the student. Here, however, we are describing the process which results in the
development of the curriculum.

Perhaps one of the most well-known and widely used curriculum-development models which
approximates a systems approach is that described by?Tyllersuggesting the foci for the
determination of educational or curricular objectives, Tyler suggested that the curricular developers
look to three sources of information and insight:



Student First, though not exclusively, curricular planners should look to the student
and student needs to help determine the range of topics and material to be
addressedinacurriculum. Therange of needsincludessocial, psychological,
physical, recreational, occupational, and educational. In essence, the
students’ needs and abilities are screened to determine the type of courses and
curriculum needed.

Society Tyler advised that the environment in which the students must thrive should
have a role to play in the development of a curriculum. “Society” was used
as a proxy for health, family, vocation, religion, civic issues, and community.
For our purposes, agencies, organizations, communities, states, and other
entities outside the learner or participant but exerting a strong influence on
him or her would be the critical variable in this stage of planhing.

Subject Matter The subject matter exerts a strong influence on the curriculum, even in the
planning stage. Tyler comments on the value of “subject matter experts” in
the development of new courses and new curriculum but he infers that they
are also keeping the other two elements - students and society - in mind as
they recommend and refine new courses of study.

Tyler then recommended that curriculum planners “screen” the objectives which rise from the
consideration of students, society and subject. The “screen” he suggested was both a philosophical
screen and a psychological scréeithe philosophical screen assists in determining the values
inherent in the educational and social philosophy of the curriculum. The psychological screen
considers the theory of learning and the level of change sought in the learner (later we will describe
the Taxonomy of Learning Objectives which roughly approximates this screening process) which
must be considered in the developing the curriculum.

According to Tyler, once the sources for the course and curricular needs have been screened, the
curricular planner can then develop precise instructional objectives. Tyler's model represents an
elementary “system” of developing curricula in that it conforms to the definition of a “system” as
described above and includes several independent components - students, society, subjects -

in the evolutionary process of development. It is not a very elaborate model but it does generally
describe the systems approach. A much more elaborate and appropriate model is the one developed
by Oliva?’

This model has some of the same attributes as the Tyler model and he gives credit to Tyler and others
for informing the process he used to develop this system of curricular development. Oliva’s model
has seventeen steps in the process or system. He represents the model in a schematic which is rather
complex and we will describe it here in steps rather than reproducing all of the interactional
components.

Step 1 Specification of needs of students in general

Step 2 Specification of needs of society



Step 3
Step 4
Step 5
Step 6
Step 7
Step 8
Step 9
Step 10
Step 11
Step 12
Step 13
Step 14
Step 15
Step 16

Step 17

Statement of aims and philosophy of education

Specify the needs of students (or participants)

Specify the needs of the particular community (or organizations and agencies)
Specify the needs dictated by the subject matter

Specify the curricular goals of the school (or overarching organization)
Specify the curricular objectives

Organize and implement the curriculum

Specify instructional goals

Specify instructiona objectives

Select instructional strategies

Begin selection of evaluation techniques

Implement instructional strategies

Make final selection of evaluation techniques

Evauate instruction and modify instructional components

Evaluate the curriculum and modify curricular components

These seventeen steps, labeled briefly above, are laden with implications, decisions, work, and
information. Stated briefly and succinctly, they represent asystem in flow and process. Each step
in the system or process requires significant scrutiny if the curriculum is to succeed. Our purpose
hereisto describe the process as an approach which can be used to devel op acurriculum. Whilethis
description is not sufficient to operationalize the process, it is important in gaining a broader
understanding of the complexity, flow, and decisions inherent in the system or process.

There are several subcategories of Oliva’s model which are useful in our preliminary discussion.
He identifies steps as “planning phases” and “operational phases.” Steps 1 through 8 are planning
steps while step 9 is both a planning and operational step. Steps 10 through 13 are planning steps,
Step 14 is an operational step, Step 15 is a planning step, and Steps 16 and 17 are operational steps.

He further differentiates between curricular steps and instructional steps in the process or system.
Each has a planning and operational component as well. It is important to separate the curricular
design process from the instructional delivery process but it is also important to maintain a linkage



between thetwo in the devel opment and therevision phases. Olivialinkseach of the seventeen steps

in his process in a linear fashion but he also has a feedback loop from the final step, “Evaluation of
Curriculum” to step 11, “Specification of Instructional Objectives.” Thus the implementation phases
feed back into the planing phases so that future iterations of implementation of courses and curricula
can be informed by the observations and evaluations.

Olivia’'s model is useful as a systems orientation establishing a flow of actions, both planning and
implementation, from the earliest to the latest and back into the planning process. His discussion
of the model, however, loses its utility for our purposes when we go beyond the process or the
system he suggested. He describes one of the early steps, for example, the philosophy of education,
as fitting into one of the various types or groups accepted for traditional educational organizations:

Reconstructionism  Education (schools) achieve improvements in society by becoming an
active agent of change in addressing cultural and social change.

Perennialism The real purpose or philosophy inherent in education is the
educational process and the everlasting effects of learning.
Conversely, the immediate effects are inconsequential.

Essentialism Educational philosophy is comprised of two major components:
cognitive and behavioral. While both are focused on preserving the
essential values of the society, the cognitive components maintain the
intellectual disciplines which have served society so well since the
days of Aristotle. The behavioral components or principles “casts the
learner in a passive role as the recipient of the many stimuli to which
he or she must respond.”

Progressivism An approach which emphases the active learning of the individual,
rather than the passive learning, but individualizes the learning
process to meet the needs and attributes of each learner. It is
consistent with individualized learning programs and informal
classrooms, experimental psychology, an emphasis on the gestalt, and
a shoring up of the self-esteem of the learner.

Clearly, each of these philosophies or approaches has viability and credibility in the broad
educational process. We are interested in a narrower, more urgent focus here, training initiatives for
a particular area of concern, and a different type of learner than those who are accommodated in K-
12, baccalaureate, and post-baccalaureate education. Ours is more consistent with professional
education. Itis still important, however, that a philosophy be articulated for a training initiative or
training program.

Finch and Crunkiltohpoint out that “philosophy can and often does serve as a foundation for
curriculum content” and that fact should not be ignored. It is an important step in the systems
approach to developing and designing a curriculum.



For a training program to be successful, it must have a philosophical basis. This can be
operationalized as any of the following:

Belief Statement: A statement of purposeor goalsof theinitiative, agency, organization
overseeing the training or devel oping the curriculum.®®

Aimsand Rationale “A clear set of statements which succinctly encapsulate the objectives
of the course or programmé”.

Goals and Obijectives: Helps “direct the choice of curricular content and the assignment of
relative priorities to various components of the curriculum” and they
“suggest what learning methods will be most effective.”

It is the last of these operationalized versions of “philosophy” which comes closest to our purposes.
That descriptions of the “goals and objectives” of a program of study is consistent with medical
education and training. Itis notimportant to spend time differentiating between goals and objectives
because the difference is typically one with little distinction. Goals and objectives represent the “end
toward which an effort is directed®” It is the purpose of the initiative or it can be seen as the
mission of the program.

Once we have identified the philosophy, purpose, goals and objectives, or whatever other terms we
might use for the “end” toward which the training initiative is directed, the other steps in the systems
approach become clearer.

Interestingly, the philosophy or purpose actually helps to set limits or boundaries of the definitions
of the “needs of students” and the “needs of society” in Olivia’s systems process. If the training
programs needs and the participant's needs are not as broadly defined as the typical
elementary/secondary/post-secondary educational enterprigdeba apparent when the initiative
develops its statement of purpose or philosophy.

The steps which follow the development of the goals and objectives, according to Olivia, are
consistent with “needs assessment,” “curriculum development,” “training delivery,” and “evaluation,
quality control, or assessment.” These are the steps we have adopted in this document and steps
which we feel are appropriate for a systems process of curricular development.
The systems model which has been called an “Integrated System for Workforce Cutrisula”
consistent with our purposes and does not preclude the use of two other approaches discussed later
in this chapter. According to the Integrated Systems model, there are three general content groups:
Core of basic Knowledge, skills, and abilities;
Broad technical knowledge, skills, and abilities; and

Specialized technical knowledge, skills, and abilities.



In addition to describing the integrated systems approach, which is consistent with the “spiral”
approach discussed later, the authors suggest that “school-site” learning can apply to the core and
general or “broad technical” areas but as one moves into more specialized knowledge, skills, and
abilities, it becomes more important to have “work-site” learning opportunities.

Two other “systems” approaches which are important to describe are actually types of “outcome-
based” models. These two, performance-based and competency-based, are important is defining the
outcome expected or desired as a result of the educational or training process.

Performance Based I nstructional Approach

An important and enduring approach was articulated by Pwadeén he described Performance-
based Instructional Design. This approach is not inconsistent with that of the “systems approach”
described above. It simply provides a different framework upon which to base the training or
education. While performance-based education is discussed in the section on curriculum
development, it is important here to point out that it may serve as a “systems approach” which is
useful in a training environment.

Pucel has seven steps in his system or process of performance-based instruction:

Program Description The content or purpose of the program of study. May include
contextual information regarding the environment of the learner or
the issues to be addressed in the education.

Content Analysis The identification of knowledge, skills, activities, attitudes, functions
and process which form the possible topics or areas of
instruction/curriculum.

Content Selection Prioritizing the knowledge, skills, abilities, attitudes, functions and
processes which are most important and which must/should/could be
a part of the initiative.

Content Sequencing Ordering the elements of the instruction/curriculum in a logical
fashion, taking care to recognize relationships between and among the
elements, and organized in a fashion from least complex to most
complex.

Lesson Structuring Developing behavioral objectives, and learning objectives, for each
course, element, module or group. Within each element, developing
a “lesson flow” based on the objective, information, demonstrations,
practice, and evaluation.

Lesson Delivery Format Determining the most appropriate method for delivering the
information or lesson in the traditional format, modularized format,
programed instruction, or computer-assisted instruction.



Evaluation Procedures Assessing the performance based on the knowledge, skills, and
abilities which were intended to be enhanced or devel oped through
the instruction. Performance is the product and the thing to be
enhanced or developed so it is the thing to be assessed to determine
the adequacy and appropriateness of the instruction and curriculum.

These stepsare not sequential onesbut rather areintegrated ones. Content analysisincludes content
assessment and sequencing prior to the development of the lessons, lectures or courses, whichisthe

product of the “content analysis” step. Similarly, “lesson delivery formatting” is actually an
intermediate step in the whole process of “lesson structuring” and evaluation feeds back into lesson
structuring.

A key value of this approach is the determination of the knowledge, skills, and abilities which are
to be affected or effected. Tperformance of those abilities becomes the objective, the curricular
elements, and the evaluation components of the curriculum. Performance-based instruction is an
intuitive but valuable description which is even more valuable in a training environment.

Performance-based instruction is especially useful for activities (knowledge, skills, and abilities)
which are to be group endeavors. A group or team can perform tasks and accommodate needs which
can be assessed objectively based on the accomplishments and performance. The next type of
approach described, competency-based instruction, is applicable to individual efforts but more
difficult to apply to groups or teams.

Competency-based I nstructional Model

McGaghie, et al® describe medical education as traditionally and primarily “subject-centered.” This
type of instruction is typically didactic and consumes all of the undergraduate educational experience
of physicians as well as two to four years of basic and preclinical science. “All students study the
same material, in the same setting, within the same-fimmee.” Often the ensuing clinical
instruction is handled in a similar though less formal fashion.

Competency-based instruction is different from traditional instruction in several ways:

First, such a curriculum is organized around functions required in the practice of the
discipline or topic being taught;

Second, it is grounded in the supposition that the students invited and allowed to attend the
instruction are of such quality that they are capable of mastering the performance objectives;
and,

Third, the processes of learning and displaying mastery, as well as the process of teaching,
are both able to be assessed and evaluated.

If an educational or instructional focus meets these three criteria, it may be taught in a competency-



based format. “Mastery learning,” of which competency-based instruction is synonymous, “means
that, given adequate preparation, unambiguous learning goals, sufficient learning resources, and a
flexible time schedule, students can with rare exceptions achieve the defined competencies at high
levels of proficiency.”

Clearly, competency-based instruction requires the prior identification of the elements of competence
or mastery of a subject or activity. This identification can occur through self-reports, observations,
or task analyses. The critical elements and the sequencing of the elements can be based on critical
incidents or expert opinions. Whatever the approach, a performance model is necessary in order to
judge the process which forms the “context” in which the activity occurs. “The argument has now
been fully developed that professional performance does not occur within a vacuum” but takes place
in the context of activities and environs. Proficient professional performance can be described as
a flow or process. Once this has been done, the instructional components are apparent. Teaching,
tutoring, or making recognizable the process or flow and the steps in the process, allows the teaching
or training of a professional so that they can competently perform a task, whether it be examination,
surgery, or diagnosis.

Competency-based instruction is a process or system but the steps vary from discipline to discipline.
The process can best be determined using the techniques mentioned, such as observation or expert
opinions.

Process of Curricular Program Development

In a seldom-cited but quite insightful boBklerome Bruner proposed that the educational process
conforms to a “spiral curriculum” which moves from general to specific in a very organized fashion.
He later described the basis for his thoughts:

| was struck by the fact that successful efforts to teach highly structured bodies of knowledge like
mathematics, physical sciences, and even the field of history often took the form of a metaphoric
spiral in which at some simple level a set of ideas or operations were introduced in a rather intuitive
way and, once mastered in that spirit, were then revisited and reconstructed in a more formal and
operational way, then being connected with other knowledge, the mastery at this stage then being
carried one step higher to a new level of formal or operational rigor and to a broader level of
abstraction and comprehensiveness. The end state of this process was eventual mastery of the
[connectivity] and structure of a large body of knowletge.

In spite of constructing a very long and complex sentence, Bruner effectively described the
development of cognition within a discipline or, arguably, a technical skill or ability. We can see
this “spiral curriculum” process reflected in almost any K through 12 curriculum in the nation. That

is not to say that Bruner was responsible for the sequencing or continuity, only that he described it
succinctly and graphically. Bruner’'s description of the continuity of curriculum development is
useful here as well. It provides us with a description and depiction of a process which addresses
generality, complexity and abstractness.

Dowling® adopts the “spiral curriculum” approach to curricular development for technical training.



In doing so, he augments Bruner’'s description with the conceptual framework of Reigeluth and
Stein’s “Elaboration Theory of Instruction” published in 1983. This theory includes two key
elements used by Dowling:

. courses should be organized in a simple-to-complex, general-to-detailed, abstract-to-
concrete manner; and,

. in order for a student to progress from one level to another more complex level,
certain requisite skills must first be mastefed.

Both the Spiral Curriculum and the Elaboration Theory are rather intuitive and easy to recognize.
They do, however, provide us with a framework which can be used to construct instruction in a
complex field of training.

Dowling describes curriculum design as the process of “selecting the scope and sequence of the
technical content covered by a curriculum.” Similarly, “instructional design is concerned primarily
with selecting optimal methods of instruction to bring about the desired changes in student
knowledge and skills, as delineated by the learning objectived/e will address the issues of
learning objectives and competencies later but the process described by Dowling allows us to
envision and conceptualize a holistic approach to training. In his model, itis critical that the linkages
and progressiveness of the curriculum and courses be recognized and articulated to the participants.
Dowling states:

One concern during the teaching of complex job-oriented tasks is to control the flow of
information to the students so they do not become overwhelmed with too much information
to quickly. ... students are taught not only factual information, but are provided advanced
organizers in the form of linkages and interrelationships between pieces of information. This
elaborate association helps create a network (schema) between the pieces of information,
which, in turn, facilitates the use of higher-order thinking skills by the st@tlent.

The Curriculum Spiral aids in the development of courses, development of a curriculum, scheduling
of courses, and evaluation of mastery of skills. Each of these elements are useful in the processes
described in this document.

Germinal Approaches to Curriculum Development

Often at the initial stages of a discipline or an initiative, there is insufficient information or a “body
of knowledge” to serve as the predicate for a polished approach to curriculum development. This
has been true in the development of all disciplines or perspectives.

Work-related training or “education for work® has existed for at least the last 4000 years.
Apprenticeships have been the primary method of instructing in professions and trades. Apprentices
to scribes in Egypt had a bifurcated field of study where they first learned to read and write then,
through apprenticeships, worked with experienced scribes to complete their education.
Apprenticeships were expensive, labor-intensive methods of training others. The industrial



revolution of the early 1800s made it necessary to abandon the apprenticeships for many jobs since
the greater need was for unskilled labor. The contrast between the highly trained apprentices and
the untrained workerswas evident and there was agrowing need for some other methodsfor training
larger numbers of people to perform tasks, and train them inexpensively.

In the United States, the Smith-Hughes Act of 1917 firmly established technical and vocational
training, but without much insight on the developmental approaches or methods which were
appropriate. Similarly, the PerkinsV ocational and Applied Technology Education Act of 1990 was
established to recognize and remedy the degree to which the U.S. was lagging other countriesin the
development of skills to meet the technological revolution which was gaining momentum. This
legislation and the subsequent 1994 School-to-Work Opportunities Act established delivery systems
but only implied the methods to be used to develop curricula.

Curriculum, as described here, isthe interrelated instruction and directed experiences surrounding
knowledge, skill or ability in aparticular field of study or performance. Instruction isthe organized
interaction between experienced teachers and learners for the purpose of improving knowledge,
skillsand ahilitiesin aparticular field of study or performance. The interaction need not be face-to-
face.

Much of the literature makes the distinction between training and education. While that distinction

often invitesinvidious comments from both camps, the purpose hereisto show the development of

knowledge, skills, and abilities in sometimes technical and specialized fields of study, sometimes

general and non-technical topics. Whether that is labeled “education” or “training” would not affect

the outcome. Generally we will refer to the approach to be used and the curriculum to be developed
as “training” since it relatively focused and not designed to augment or supplement traditional
undergraduate or graduate degrees, but concrete examples of the differences are presented below.

The literature is firm in the notion that training curricula can be developed using any of several
approaches. It can be developed indhs&ract or it can be developed based on an assessment
current knowledge including projections ofurrent and future needs. Abstract development is the

least reliable and valid of the approaches. It may be the necessary approach if curricula must be
developed in an entirely new area of inquiry, devoid of instructional history and information. To use
this approach when information is available but not being utilized or considered is irresponsible
curriculum planning. It would be somewhat arrogant for any organization to assert that it knows
what training is needed and for whom, without regard for the needs, gaps and capacities of the
persons and agencies receiving the training. We believe that such an approach would be recognized
by the recipient as indefensible, therefore shunned or certainly not embraced.

The assessment of current knowledge, current needs, and future needs represents the appropriate
predicate for a viable training initiative. This assessment is essential for the development of a valid
curriculum on any subject. Having delineated the elements to be considered, there are two general
approaches that can be used in the actual design of the training curricula:

Rational Process. If there is insufficient time or insufficient information on which to proceed
but it is essential to proceed quickly, a rational approach, informed by




experts, often referred to as “Subject-Matter Experts,” on the subject, may be
the most viable method to use. This method, however, should be restricted
to the initial approaches and not the revision and continued development of
the curricula. If the experts on the subject are sufficiently knowledgeable,
representative, unbiased, and articulate, the initial curricula should be
appropriate and valid. This method is an established one in the development
of curricula in training and education. It relies upon the strength of those
experts who recommend and design the elements, based on their intuitive and
experiential views of needs and gaps.

Seldom is it advisable to adopt and continue an informal approach, described as the “Rational
Approach” above, for a long period of time. It is inconceivable that a discipline of study and
instruction would be sophisticated enough to continue to exist yet be simple enough for a small
group of experts to understand and fathom all of the intricacies which might exist or develop for all
of the groups requiring instruction. An “Assessment Process” should be considered as the field of
study is making the transition to a fully developed stage.

Assessment Process.  The assessment of needs and gaps may be completed formally, using proper
methodology, which can serve as the most defensible method of designing
any curricula, or it can be conducted informally. While both methods will be
described more fully in the “Assessment” chapter of this document, it is
important to note here that the informal method is a reliable and valid method
to use in the developmental or transitional phases of a curriculum or program
of study. What is suggested ultimately is a general assessment, based on the
sound, reliable, valid methodology such as that used in a sophisticated task
analysis. Typically, the clientele or “end-users” are asked to respond to
structured (sometimes unstructured but focused) questions regarding their
activities, needs, frequency of occurrence, and gaps in knowledge, skills, and
abilities. The curricula, if based on this method, are insured to be responsive
to the needs of those receiving the instruction. Subject-matter experts still
have a key role to play in this method of curriculum development. The
guestions must be asked in ways that are performance-based, not terminology
based. The responses must also be representative of the groups being
surveyed (survey is used in the generic sense here and does not restrict the
method of enquiry).

This process can be used in concert with or subsequent to the “Rational Process” mentioned above.
An initial curricula, lesson plan, syllabus, or technique may be based on a “rational process” and
subsequent curricula, plans, syllabi, or techniques based on the more reliable, valid, and defensible
“assessment process.”

Another method incorporating the two would be an evolutionary approach using a “generic”
curriculum designed to inform the clientele of the subject so that the subsequent assessment would
be more likely to identify the issues associated with the topic. This would be particularly useful in
esoteric areas where it is likely that the clientele “does not know what they do not know” and could



not respond precisely to theissuesin agenera assessment. It would be essential, however, tofollow
the generic curriculum with an assessment to determine the most appropriate instruction to be
offered subsequently.

The Development of a Discipline: A Case Sudy

Most of theliterature addresses the refined or established methods which should be used to develop
acurriculum. Therearesevera reasonstheliteratureislargely silent on the germinal or transitional
approachesto curriculum devel opment. Seldom arethere emerging disciplines, outsidetheacademic
enterprise. Within academe, there are generally opportunities to “test” courses and curricula prior
to implementing them. Additionally, courses and disciplines normally grow out of other, well-
established fields of study. In fact, criminal justice or criminology represents one of the most recent
fields of study and an example of the development of a discipline. The development of the
curriculum and discipline of criminal justice is presented here as an example of the exigencies and
time-frame such a curricular development can expect. The refined discipline present today is the
result of more than 70 years of development. This development has used many of the same
approaches suggested in this document.

The academic discipline of criminal justice can be traced to the early part of the twentieth century
when August Vollmer taught the first crime-related courses at the University of California at
Berkeley. In 1929 the University of Chicago also created a police training program as a part of the
curriculum in the department of political science. Some of the courses offered by these programs
were Police Administration and Police Procedure.

Various institutions initiated police science or criminal justice courses at a steady pace up to 1965.
These programs were modeled after the Berkeley and Michigan State University programs, both
founded by August Vollmer, and the emphasis was on training individuals to administer the criminal

justice system. The criminal justice discipline experienced a phenomenal growth rate in the late
1960s and early 1970s. By 1973 the number of institutions offering criminal justice programs, as
reflected by the institutions participating in the Law Enforcement Education Program, had reached
almost 700. Unfortunately, the rampant growth in criminal justice education programs has caused
some to question the credibility of the discipline due to the lack of a well-founded theoretical base.

Just as there are differences in the educational approaches to disciplines, there are sometimes
differences in the disciplines themselves. It is critical to recognize the differences, and make
concrete decisions about courses. For example, the discipline of criminal justice is viewed by some
as being totally separate from the study of criminology. Others view the former as being an integral
aspect of the latter. Criminal justice is seen by sonagm@ged criminology, and for others itis an

area for academic concern on the part of criminologists. Whether the two areas-criminal justice and
criminology - are seen as one discipline or two mutually exclusive disciplines, none can ignore the
fact that the two are closely intertwined.

The main difference in the two perspectives seems to be the usage of and emphasis upon the law.
Criminology views the law as that which designates the area of study - criminal behavior. "Criminal
behavior is behavior in violation of a criminal law. No matter what the degree of immorality,



reprehensibility, or indecency of an act, it isnot acriminal act unlessit is outlawed by the state."*
Criminal justice, on the other hand, isa"legal entity." "All the agencies, offices, and programsin
criminal justice exist by law and are controlled by thelegal process."?® Where criminology usesthe
law asatool to defineitsareaof interest, criminal justiceif formed and defined by the criminal law.
Asaresult, criminal law courses are integral, perhaps the most integral of all courses, in criminal
justice education.

The emphasis in criminal justice begins with the legal definition of crime. This reflects or
complimentsthe perspective of the Classical School: "The doctrine of the Classical School isnullen
crimen sine lege, that is, without alegaly defined harm thereis no crime."? The focus of concern
is upon the act and who committed it. Perhaps the fact that criminal justice is classical and
criminology is positivistic accounts for the lack of continuity, and sometimes open animosity,
between the two perspectives. While it might be interesting to describe the development of
criminology asatheoretical field of study, space herewill not be used. In the opinion of the author,
avaluable description of that discipline is contained in The Evolution of Criminology.® A final
exampleof therelatively recent development of arelated discipline- criminal justice- isinstructive.

Criminal justice education was initially characterized by a large degree of diversity and lack of
direction.?® Therewas an obvious need for convergence of curriculaand some specificity astowhere
criminal justice education has been, is, and whereit is going.

Criminal justice education, that is, the merging of higher education and criminal justice, probably
began in the early twentieth century with the initiation of the Berkeley Police School in 1908 by
August Vollmer. It was the first formal effort to train policemen in the United States and many of
the instructors were drawn from the University of Californiaat Berkeley.*® Vollmer, the foremost
figure in American policing history, believed that "the professional policeman would be
distinguished from his predecessors by the level of his formal training both before and after
recruitment and that new ideas from the universities could provide valuable insightsinto the causes
of crime and the means for preventing it."*!

Vollmer'sinterest in educating policemen provided the impetus for criminal justice education and
in 1916 the first crime-related courses were taught in an institution of higher education--the
University of California at Berkeley.® At the Los Angeles campus of the University of California
in 1918, a group of police administrators initiated a workshop for police which included visits to
various social agenciesin Los Angeles. Yet it was not until 1923 that the first degree with even a
minor in acriminal justice field was issued. It was a Bachelor of Arts degree of Economics with a
minor in Criminology and was awarded by the University of California at Berkeley to a police
officer.®

The next major advance in criminal justice education occurred in 1929 when the University of
Chicago created apolice training program as apart of the curriculum in the Department of Political
Science. "August Vollmer was appointed Professor of Police Administration and taught several
technical police courses in police related areas."* This police training program only lasted three
years, but it marked the first effort to place police "training” courses in an undergraduate
curriculum.® In 1930, aformer Berkeley police officer and graduate of the University of California



initiated a complete program of police education at San Jose State College. This marked the first
complete program of police education which was considered a major academic field that was
included in the regular curriculum.®* The method used to devel op the curriculum was similar to the
“rational process” model described above but clearly there were “subject matter experts” involved
in the process.

In fact, it is important to note that all of the major strides in criminal justice education to the early
1930's were direct results of the Berkeley influence which is synonymous with the name of Chief
August Vollmer. This period of criminal justice education has received various names such as the
"imitative period" and the "germinal period,"but a more fitting title would be the "Berkeley Era."
Ironically, the last phase of the Berkeley Era involved the initiation of the Bachelor Degree Program
in Criminology at the University Of California at Berkeley in 1933. After 17 years of offering
criminology courses, the University of California could issue its first degree. This program, of
course, was organized by August Vollmer. The curriculum was not limited to technical subjects but
was divided into three areas of emphasis--technical, legal and¥ocial.

In 1935, the Michigan State University established a complete curriculum in police administration.

It was a five-year program which involved the cooperation and coordination of the Michigan State
Crime Commission, Michigan State College (now Michigan State University), and the Michigan
State Police. The program included three years and one term of course work at Michigan State
College, eighteen months of training and internship with the Michigan State Police and six months
in residence with another law enforcement agency. The program expanded and in 1938 there were
194 new enrollees. During that year the program was altered to three years of academic work and
one year of in service training. In 1940, courses in forestry and conservation were added to broaden
the alternatives of students. "In 1943, the twenty-three graduating students entered military service.
In 1944, few of the remaining undrafted civilians could meet the strict physical requirements of
Police Administration® This ended the momentum of the academic-training combination in
criminal justice education.

The evolution of criminal justice education to this point reflects the influence of its germination
within the academic environment. The first efforts in 1916 were intended to provide training for the
practical and the technical aspects of training accomplished by educators. The contemporary era
began at the Michigan State University. In this era a definite distinction was made between criminal
justice education and criminal justice training.

Between the commencement of the contemporary period in criminal justice education and the early
1960's, crime-related programs tended to consolidate, expand and gradually take shape as an
academic discipline. Foster reports that a "trend that has occurred during the decade of the 1960's
is that of the new programs' focus, not on preparation for service in a single component of the
criminal justice system, but on developing the criminal justice system geneYefigt1965 there

were 64 institutions offering criminal justice education progr&ng.this point, it appears that
criminal justice education is progressing at an orderly rate and direction. This "orderly" expansion
ceased and a phenomenal growth occurred in criminal justice in the mid-1960's. Foster states "Since
the mid-1960's, crime-related degree programs have experienced a growth pattern unparalleled in
American higher educatior®"



In 1964, President Johnson signed the Law Enforcement Assistance Act which created the Office
of Law Enforcement Assistance. This office was designed to foster new methodsfor reducing crime
dealing with criminals through federal aid. In 1967, the President’s Commission issued task force
reports on every phase of the criminal justice system. The general report, The Challenge of Crime
in aFree Society, recommended, among other things, that all police departments establish minimum
educational requirements of the baccal aureate degreefor supervisory and executive ranks. Just prior
to the release of the Commission findings, the Office of Law Enforcement Assistance began
encouraging law enforcement education by awarding curriculum development grants to two- and
four-year institutions throughout the United States.

The actions gained momentum in 1968 with the passage of the Omnibus Crime Control and Safe
Streets Act which incorporated the Office of Law Enforcement Assistance with the Law
Enforcement Assistance Administration. Thisagency wasresponsiblefor carrying out programs " of
academic educational assistance to improve and strengthen criminal justice" professionals.*

By 1973, thenumber of institutionsoffering criminal justice programsasreflected by theinstitutions
participating in the Law Enforcement Education Program had reached almost 700.* A logical
guestion, and aprominent questionin many circles, iswhether educational institutionswould be able
to maintain the orderly direction prevalent prior to the 1960's. Today there are more than 900
academic programsin criminal justiceand criminology. Thisisactually fewer than werein existence
by the late 1970’s. The retrenchment and reduction of programs is due to faulty curriculum
development and uncertain foundations on which to build programs.

The“rational process” of curriculum development seen earlier was not followed by an “assessment
process” in many colleges and universities. Some programs were uncertain as to the appropriate
focus - training or education - and the uncertainty contributed to the demise of many of the programs.
What we will ultimately describe here is a training initiative, but one which is based on sound
educational theory and good practice. There will develop, undoubtably, a debate as to the efficacy
of training versus education, particularly within the cognitive domain. For that reason, we will
further describe the differences in training and education and the development of a professional
curriculum. It becomes even more important when we discuss evaluation methods and assessment
objectives.

Technical versus Academic

The first set of educational models to be discussed is the least complex. It is the dichotomy of
training versus education or, as one writer terms it, "technical model" versus "academic*model."
The dichotomy does not actually form a continuum. but rather resembles two baskets in which
education programs may be placed, based on their thrust and emphasis.

Technical Model. The "technical model” of criminal justice educational programs according to
Mathias, "is primarily concerned with the preparation of persons to enter directly into the criminal
justice system without any trainidgThis model is made up entirely of "how to" instruction with

little or no indication as to "why." This type of training is intended to "develop mechanical skills
while engendering little insight into the underlying concepts and value systems which comprise the
assumptions of the relative worth of any given aspect of human beh&Jisrdbjective is to




produce a practitioner who acts or reacts unthinkingly to a given situation for which he has been
trained. Thetechnical model ischaracterized by: " (1) practical, vocationally oriented courses. ..; (2)
hands-oninstructional techniques; and (3) instructorswho generally comefrom agency backgrounds.
..and often lacking typical academic credentials."*

The training model might be that model preferred by the elements and personnel of the criminal
justicesystem. It would provide coursesvery similar to what the personnel have already experienced
intheir pre-service training, and, therefore, would result in aminimum of change. The value of the
initiative is the degree to which additional information is provided, insuring that education and
professionalization are taking place. Also, organizations may prefer the technical model because a
participant inthistypeof programwould beableto immediately implement thetraining. Thisutility,
however, is predicated on the proper and appropriate course development and curriculum
development approaches.

The faculty of the technical model programs, as described above, would most likely possess an
agency background or experience rather than academic credentials since the instruction would be
applied training rather than theoretical concepts. The most available source of persons with this
agency background is the criminal justice system itself. For that reason, it is likely that the faculty
of technical programs would be full-time criminal justice practitioners and part-time instructors.

Academic Model. The other half of the dichotomy of criminal justice educational programsiscalled

the "academic model. " It is based on the assumption that "aliberal arts education is the optimal
preparation for citizenship in genera"* and that universities and colleges function to provide the

liberal artseducation to everyone, thus making them generalists who can betrained to perform tasks

more ably with such an education. Although this seems to be a very “unfocused” approach, it is
based on and consistent with the mission of the organization - the college or university - and is then
applied to the discipline of criminal justice. The assumption inherent in a liberal arts education
having utility to the discipline of criminal justice is not without foundation. The Task Force Report
on Police in 1967, stated, "It is nonsense to state or to assume that the enforcement of law is so
simple that it can be done best by those unencumbered by the study of the libe¥dhagts&nce,

the Task Force served as a panel of experts or subject matter experts and rendered their opinion as
to the appropriate curriculum.

The courses taught in this type of environment would center around the "why" or theoretical
foundation of criminal justice practice. Such education "is designed to prepare professionals who
will exercise a great amount of discretion and good judgement in a highly charged political
environment.” The theoretical orientation is necessary because it "engenders the ability to generalize,
to base responses in a given situation upon an understanding of the broader context of an individual's
role. The development of this ability is what educational institutions do Best."

The orientation of an academic program in criminal justice would be to require a foundation of
liberal arts education, and then build on it a systenmaial justice education. Since the criminal
justice curriculum would be holistic in nature, the curriculum would conform to a systems approach
or a “spiral” described earlier.



The faculty of acrimina justice program conforming to the academic model would be comprised

of those holding adequate academic credentials and perhaps practical experience, but if one of these
characteristics had to beforfeited, it would be the experience. Thistype of education would "require

aperson to take more than a superficial look at techniquesin which heistrained or will be trained.

It would emphasize the theoretical basis of behavior with little emphasis on the “practice” of justice
other than the intellectual, critical thinking processes applied to the justice issues. The result of this
type of education would be an examination of present practices and the formulation of alternatives.
This is supported by Law Enforcement Assistance Administrfdtienommendation that:

Faculty members possess at least a Master's Degree; Some members should possess doctoral
degrees. The hierarchy for evaluation purposes is as follows:

(1) Most desirable: degrees and experience

(2) Second most desirable: degrees without
experience

(3) Third most desirable: experience without
degrees

The academic and the technical models of criminal justice education provide the extremes of
specialized educational programs. By identifying these two models, it is possible to examine
programs and say that they resemble one or the other, but this is not adequate for an evaluation of
criminal justice education. It is possible that many programs are marginally academic, or it may be
that a program which has the curriculum emphasizing some parts of both would be more
advantageous.

An appropriate discussion of criminal justice education goes into more detail in delineating models
of curriculum. Tenney recognizes that criminal justice, unlike most other professions, places its
education process at the undergraduate level rather than the graduate level. He states:

no sophisticated individual would presume that the holder of a baccalaureate degree with a
major in psychology, or sociology, or English, or history is particularly professional in these
fields. His professionalization will come, if at all, in Graduate School and béyond.

This graduate education includes a considerable training thrust, as described by Tenney. This is very
obvious in graduate curricula in law and medicine. Tenney contends that there are three models of
criminal justice education rather than two.

Training Model. Training courses are those directed toward providing the student with the ability
to perform certain skills.

They are directed primarily to the mastery and application of particular rules, to the
development of particular mechanical skills in the operation of particular items of equipment
or to the development of skill in the performance of particular maneuvers concerning which



little or no discretion is involved.®®

With some courses, it is obvious that they are oriented toward training. Examples are self-defense
and firearms training. In other cases, the manner of teaching and content determine its character.

Professional Model. Tenney's intermediate classification of curriculum is the professional model
which seeks to provide at the undergraduate level, that education and training which other
professions provide at the graduate level. Professional courses should seek to achieve at least one
of three objectives:

the course should be directed toward achieving agoal or set of goals;
an awareness of alternative methods of achieving these goals should circumstances vary; or
the course should develop afoundation of expertise in certain subject areas.

The differences between the person exposed to the training model and one exposed to the
professional model is "the trained individual may be identified by what he knows; the professional
individual is recognized not only by what he knows but how he behaves as well."’

Social Science model. Courses classified as "social science” are designed to prepare the student for
study rather than to prepare him to function in the system. These courses teach students about a
particular subject, but are not designed to enable them to work in the area being studied.

Tenney’s evaluation and classification of criminal justice education programs centered on the
descriptions of courses of the various programs. A program was classified as training, professional
or social science, if "asignificant number of its courses’ are of acertain variety. Tenney’s material
indicates he believed that most of the two-year programs in the crime-related discipline were
trai ning-oriented, whilefour-year i ngtitutionstended to have aprofessiona orientation.® Thedebate
between proponents of a liberal arts orientation and proponents of a professional or specialized
orientation is viewed as one of the ancient and continuing debates in education.>

Brubaker states that the issue is certainly a recurring one in discussions of the philosophy of
education.®® These statements point to the fact that thereis no consensus asto the appropriate model
of education. Some, such as Thomas Eynon, stand staunchly on the liberal artsin stating, "Higher
education in criminology and criminal justice means university and education, not trade training."®*
Y et Eynon views the reality of criminal justice education to be oriented toward training:

We lack good theories, so spend our time training instead of educating. Because we think
that there is something special or unique about criminal justice, we have made the mistake
of hiring uneducated practitioners as university teachers and have managed to continue
transmitting folklore as “conventional wisdor.”

The models described above indicate the diversity in curriculum design. In fact, the proliferation
of programs in criminal justice sind®65 has resulted in and reflected a massive lack of direction
and orientation. Organized curriculum design and evaluation seems to have been nonexistent and
the void has been filled with a "helter-skelter" approach. Guidelines as to curriculum design need
to be detailed and methods of evaluation proposed.



The development of courses in criminal justice has been evolving since Vollmer taught the first

police science courses at the University of California, Berkeley in the late 1920s. In the ensuing

seven decades, the discipline has still not reached the refined stage where there is a “paradigm” of
criminal justice. In fact, Kuhn would suggest it is still a pre-paradigm discifliféhere is no
“standard” curriculum, or even a core of courses which is accepted and replicated throughout the
discipline® This related experience would suggest that it is unrealistic to expect a curriculum in an
esoteric discipline or field of study to develop into a refined and established curriculum in a short
period of time. A final example from police education and training is instructive and validating.

Blended Education and Training: Specific Examples

A blended version of training and education can be seen in the description of the initiatives below.
They represent some of the most respected and prosperous programs in the nation and serve as strong
examples of the development of training initiatives with sound, reliable, and valid developmental
processes.

In 1951, the University of Louisville initiated a police educational and training program called the
Southern Police Institute. The development of this program was based on the recognition that the
changing technology and demographics in the United States suggested the need for better trained law
enforcement administrators. This program of study attracted police administrators from throughout
the southern United States (originally it was believed that there would be Northern, Eastern, and
Western Police Institutes, thus the name “Southern Police Institute”). Formed under the assistance
of a Ford Foundation grant, the “curriculum” consisted of three fields of study which were believed

to be appropriate for police administrators. Under the direction of John Klotter, a major figure in
criminal justice education, and subsequent directors of the School of Justice Administration,
University of Louisville, the courses were combined to form a curriculum which was considered the
strongest in the instruction of police administrators. The curriculum was replicated and offered
within the FBI Academy as the “National Academy” for police administrators. Dr. Richard Stephens
(Colonel, U.S. Army, Retired) of the University of Louisville, utilizing his experience gained in
curriculum development at the U.S. Army’s Military Police School, refined the curriculum and
tailored it to meet the needs of the National Crime Prevention Program, University of Louisville.
Similarly, other programs have refined the approaches to make them more applicable to other
audiences, as was the case with the Administrative Officer's Management Program, North Carolina
State University, which emphasizes the research, development, public administration and budgeting
aspects of police administration. Each of these programs has assessed, evaluated, and revised its
curriculum many times.

All of the programs described - the Southern Police Institute, the FBI National Academy, and the
Administrator Officer's Management Program - began with the germinal approach described above.

A select group of “experts” were convened to develop the first courses offered within the curriculum.
Based on their knowledge of discipline, the definition of the target audience, the needs of that
audience, and the resources available, courses were developed. SPI used a small group of experts,
as did the FBI. The North Carolina State program used a large, diverse advisory board to develop,
authenticate, and validate the curriculum.



During thetransition, each of the programs refined and revised the curriculum, based on changesin

the target audience, developments in the field of study, and the identification of “needs” based on
surveys and analyses. The Southern Police Institute, for example, surveyed agencies to determine
the specific needs and expectations. Surveys of participants were then conducted to determine the
degree to which the existing program met the needs. Changes were then made in the curriculum
based on the “gaps” that were exposed. Thus the program went from a germinal or developmental
program in the 1950s and 1960s, through a transitional phase in the 1970s and early 1980s, to
become a refined program, based on sound curriculum development methodology including
educational objectives, in the late 1980s and 1990s. The linking of courses was consistent with the
“Spiral Curriculum” described by Brurféand the continual revisions were based on information
gained from subject-matter experts as well as participants and instructors.

Summary

The implications for this type of instructional approach for our purposes are clear. It is important
that the development of curricula and programs of instruction establish identifiable and assessable
performance and competency standards. Once these are established, the process to attain the
standards can be developed. The rate at which some individuals or groups accomplish the goals or
objectives will vary, as will the time and resources. An individualized, non-didactic approach can
accommodate those differences and still establish or judge the competency of the professionals.

It is far easier to say these things than to do them. The first step in the process of curriculum design

is to determine the needs. Once this is done, the knowledge, skills, and abilities can be refined, as

goals and objectives, and the system which best accommodates the knowledge, skills, and abilities

can be identified. Next we will address the assessment of needs, how the assessment can be
accomplished, and the implications.
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Introduction

Before proceeding with the process of Needs A ssessment, some definitionsmay help to standardizethe
discussion. "A training needisaneed for human performanceimprovement that can best bemet by training
of somekind."* Similarly, needsassessment isthe" processof examining training needsto determinehow
best they actually might bemet."? Someauthorsinsert theidentification of training needsasanintermediate
stepandit may bedefined as"the processrequired to detect and specify training needsat individual or
organizationa levels." A critical dement of the needsassessment i stheidentification of "thedifferences
betweentheided andtheactual characteristicsof thetargeted learner group."® Theliterature suggeststhat
tasksaswell as process must be determined, then gaps explored to identify the needed elementsina
training curriculum. Theprocessof identifying and assessing training needsisoftenintuitiveand non-
systematic. What is proposed here is a systematic process which would apply to any type of training.

Needs Assessment M ethods

A general process which is consistent with curricular Needs Assessment and |oosely modeled after
Peterson’s process® includes the following steps:

Become aware of problems which can be addressed through training

Develop performance objectives or goals of the training initiative

Identify training needs or the components of training

Analyze training needs or determining who needs what

Devel optraining objectivesor things participants shoul d be ableto do upon completion of the
training

Develop the curriculum to accomplish the performance objectives and the training objectives

Clearly thereareseverd pointsinthisprocesswhichrequireinformation. Thefirst, alertnessto problems,
istypically general and non-specific. Each of theother stepsof the processrequireinformation or datain
order to proceed appropriately.

Relevant literature suggestssevera approachesto gathering theinformation needed to make decisionsat



each of the stepsinthe process. Below areoptionsadapted from Kernet al.> and Finch & Crunkilton®
which are used in assessing needs and devel oping curriculum for professional training:

Method of Assessment Advantages Disadvantages
Informal Discussions Convenient Lacksrigor
Inexpensive Contains biases
Formal Interviews Standardized Reliable
Qualitative information Not representative
Expensive
Contains biases
Focus Groups Efficient Requires skill
Qualitative information Not representative
Questionnaires and Task | Standard Skill
Anayses Methodological rigor Not qualitative
Quantitative Time consuming
Direct Observation Assesses existing skills Time consuming
Informal Contains biases
Assesses existing ability | Does not assess
performance
Proficiency Tests Efficient Time consuming
Effective Does not necessarily
Assesses existing Ability | assessred-life
Assesses knowledge performance
Requires high level of skill
to develop
Audits or Organizational | Unobtrusive Requires performance
Outcome Measures Assesses performance standards
Methodologica Rigor Requires resources
Produces incomplete data
Strategic Planning Process Produces Prioritization Requires skilled
Involvement by key persons facilitators
Qualitative Time consuming
Involves key people Not quantitative
Establishes goal/objective

Before commenting on a process for assessing training needs, these options will be briefly described:
Informal Discussions

Althoughit isconvenient, inexpensive and quick to perform aNeeds A ssessment based on informal



discussions, thisprocess, if used alone, isfraught witherrors. Thelack of structureinthediscussonsisa
major flaw but even moredangerousisthereliance upon anon-methodol ogically structured sampleof a
professiona population. Biasisinserted when thegroupsor individua shave been sdlected by convenience
or, worsedtill, based onvested interestsin thetraining. Objectivity isnecessarytoinsurevaidresultsfrom
suchdiscussions. Theselection of thosewithwhomthediscussionsare held should bedonecarefully so
that the results are likely to be reliable (same results likely from other respondents) as well as valid.

Formal Interviews

While better than informal discussions, formal interviews still may lack representativeness and
generalizability. They add thecomponent of reliability duetothestructureof theinterviews. They also
allow qualitativeelementsand depth of information. Thismethodisbetter suited for small populations
where the entire or asubstantial portion of the population can be interviewed. The structure allows
comparisons and the determination of priorities and weights.

Focus Groups or Groups of Experts

Onof thetraditional methods of assessing needs, training or others, isthe use of focusgroups. These
groups, if selected properly, can serveasproxiesfor theentirefield or occupation. If not selected properly,
they represent aflawed approach to getting answers. Theexpert groups, sometimescalled the Del phi
method,’ has as much applicability to the devel opment of needs asto thedevel opment of content, asis
discussedinthenext section. Theprocesscan beformal andinclude questionnairesand severad iterations
to achieveconsensus, or it can beinformal and useanomina group method of facilitated discussion. If the
focus groups consist of subject matter experts who (1) are knowledgeable of the specific tasks and
activitiesto beperformed, and (2) arerecognized expertswhose professionalism, currency, and objectivity
arewell known, theresultsof thefocusgroupsshould bebothreliableand vaid. Thevalidity of aneeds
assessment using thisapproach can beverified through theuse of other focusgroupsconvenedtovalidate
thefirst or other assessments. Thisprocess could becomerather convol uted and counterproductive but
could providethe curriculum devel operswith confidencethat thetasksand activitiesincludedin theneeds
assessment areappropriateand comprehensive. Whilequalitativeinsight andinformationisadistinct
advantage in this method, objectivity and bias are disadvantages to be guarded against.

Questionnaires or Task Analyses

"Few content determinati on strategi es have seen such widespread use astask andysis."® Itisprobably the
most accepted method of needsassessment in vocationa educeation and professiond training. Theprocess
of jobtask analysisrequiresathorough and systemeatic review of relevant literaturein the occupationd area
todetermineif other anal yses of the occupation or activities have been conducted which may beof use.
If so, theseanal ysesmay hel pto begin thedevel opment of or listing actual or potential taskswithinthe
targeted activity. Sowidely acceptedisthetask analysi sprocessthat most occupationshave had some
variation of theprocessand thelisting of tasksincumbent inthejob or activity. If suchanaysesarenot
available, observations may be necessary to compile the lists of tasks.



McGaghieet a.° comment on the processeswhich can be used to devel op such aninventory within the

medica profession. They agreethat theinventory isthemast logica method of beginning the devel opment

of atraining curriculum. They say, "Whileincompleteasacurriculum determinant, preciseinformationon
thesematterswill facilitatethetask of curriculum designersand makethe product of their effortsmore

realistic...." In addition to the task analysis, they suggest two methods or a combination of methods which
may be used to formulate the inventory: a personal account of activities, and observation by peers or others.
While self-reports are the most direct method of collecting information about the step-by-step tasks which
contribute to the accomplishment of an activity, a narrative by a practitioner may notinclude all of the
relevant steps. Some tasks may be taken for granted or simply assumed and not listed. The self-reported
activities may lack specificity but that specificity may be teased out by a skilled interviewer later.

The other method they describe for compiling an inventory is observation by others of activities and tasks.
The use of trained observers would contribute reliability to the process and specificity, which might be
missing from a self-reported diary of activities, would be observed and recorded. Additionally, the
observation of tasks may group the tasks in any way which would be helpful to the curriculum development
process. An example of the complex coding of activities is seen in Brody and Stadssssment of
physician's activities by function, by category of collaboration, by time, and by location.

Once the inventory is established by any process (literature, previous task analyses, self-reported tasks,
observation), duplicate items are deleted and additional items are added. The lists are collapsed into a
comprehensive but non-duplicative "inventory” of tasks. Typically, the inventory is then administered, in
guestionnaire form, to a sample of workers or practitioners who are responsible for the targeted activities.
While itis certainly not necessary to survey the population of practitioners, large samples reduce errors in
the results. Whether large or small, the sample should be representative of the occupation or occupations
associated with the activity. If the sample is biased by representation or exclusion, the results may be less
valid. The practitioners are instructed to mark the tasks that are routinely, frequently or seldom required
in the activity. They may also be asked to rate the criticality, complexity, or seriousness of the task or
another group of managers, administrators, or policy officials may be asked to prioritize the tasks after the
inventory is validated and some tasks seldom or never performed are eliminated. The remaining tasks
represent those needed for the activity or occupation and, therefore, the subject of training for the
completion of the activity.

Care should be taken to include items which may seldom be required but may be of critical importance.
An example is firearms training for police. The discharging of a firearm in the line of duty is one of the rarest
of activities in police work but it is of sufficientimportance that it receives significant attention in all training
programs within that occupation.

The task analysis provides reliability and validity if properly conducted. It represents both
comprehensiveness and consensus. Lacking in the questionnaire or task analysis method is qualitative
information on the difficulty, criticality, or complexity of a particular task in the inventory. Curricula based

on the task analysis method, particularly if the task analysis is used in concert with other methods, is likely
to be most appropriate to the activities under consideration.



Direct Observation or Critical Incident Technique

Although it was mentioned above asameans of devel oping acomprehensivelist of tasksfor the task
analysis, direct observationisamethod for catal oguing the steps, tasks, and content, both technical (which
isclearly thefocusof task andyses) concernsand affective concernssuch asattitudesor values. A "critical
incident" isone"when theobserver seestheir purposeand consegquenceasbeing clear."! Theexamples
of activitiesor critical incidentsto which thismethod may be applied are"incidents' such asworkers
dismissed during a previous period of time, or successin aparticular activity at aparticular place. A
“critical incident form” istypically themethod of standardizing and formatting theinformation. Thisform
may include categoriessuch as"What led up to theincident?' and "What werethe precise stepstaken
following notification?"

Thismethodisconsistent with an"after action report” or "'lessonslearned” approach to debriefing personne
onactions, activities, steps, successes, failures, and suggestionsfor futureactionsor activities, whenthe
purposeistoidentify needsfor training activities. Thisisavauabletool indevelopingandinrefiningtraning
curricula. It can, of course, beused in concert with other methodsin ng needsandinrevisingtask
lists.

Tests of Proficiency

Needs assessments for activities where little information exists but where individual aptitudes and
determinationsof successor failurearemeasurablemay lend themsalvesto tests of proficiency. Thesetests
can addresscognitiveor psychomotor abilitiesand may becalled "exercises,” "readinessdetermination,”
"ability assessments.” They are not necessarily " paper-and-pencil” tests but are objective meansfor
determining theabilitiesand competenciesof thosereasonably expected to accomplish atask or activity.
By measuringthe successor failure, itiseasy to determinetheneedfor training or further trainingin specific
elementsof thetask. Anxiety, extraneousfactors, and therepresentativenessof thosebeing tested are
elementswhich can produce spuriousresults. Additionally, it isnecessary to have some measurable
indication of success or competency in order to determine needs based on failure to meet that standard.

Audits or Organizational Outcome Measures

Thismethodissimilar totestsof performancebut appliesto group or organizational outcomemeasures
rather thanindividua performance. Aswith performancetests, thereistheneed for someleve of success
or competence in order to determine needs based on failure to meet that standard. Audits may be
unobtrusiveand, if properly constructed, will assessreal-life performance.*? Theprocessshould bea
formal one, whether for auditsor observation of organizational performance. Methodol ogical rigor canbe
atainedthroughtrainingtoinsureinter- andintra-rater reliability. Thisprocesscanbeexpensiveandtime-
consuming but, if conducted properly andif the standardsbeing judged areappropriate, it can beavauable
method of determining needs as well as devel oping curriculum.



Strategic Planning

Perhapsthemost versatile method of determining needs, and al so of determining goalsand objectives, is
thestrategic planning process. If doneappropriately andwith skilled facilitators, the processcan address
strengths, weeknesses, opportunities, and threats, al withintheorganizationa or politica environment, and
may contributequalitative e ementswhich can prioritizeissues, tasks, activitiesand roles. Alone, strategic
planning may not produce the specific e ementsneeded to articul ateacurriculum but used in concert with
other methods, may be critical to establishing priorities, goals and objectives which can serve as
performance measuresand competency measures, €l ementsoften viewed asnecessary to assesscurricular
needs.

Processfor Assessing Needs. Synthesis of Strategies

Asisnodoubt clear, thereisan advantageto using morethan one of the methodsdescribed above. Some
of themethods, such asthetask andys's, provide objective, quantifiableinformation on thespecific tasks
needed to accomplishan activity. Other methodssuch asstrategic planning and performance auditssuggest
theappropriatenessand value of activitiesaswell asgoals, objectivesand standards. Inadeveloping
disciplineor activity, where standards of performanceand competency may not exist and whereactivities
involve heterogeneousorgani zations or componentswhich, having existed separately may not have sufficient
history to suggest collegial tasksand activities, it isnot only advantageous but necessary to employ a
combination of methods to assess the needs for atraining curriculum.

Arguably, all of the methods for assessing needs could and should be employed if thereisto be a
comprehensive, reliableand valid needsassessment. Redlistically, however, choicesmust bemade. Itis
important to stress that objectivity and the reduction of bias should be key elements of the process.
Additionaly, amix of quantitativeand quditativeinformationisvauable. Duringtheearly assessments, it
isoften necessary torely onlessforma methods, using decision-making to reducethe di sadvantages. For
subsequent assessments and where there is sufficient time, care should be taken to employ the more
complex but stronger methods, toinclude strategi ¢ planning, so that goal sand objectivescaninformand
direct the process.

Thecomplexity of the Needs Assessment isdependent on the compl exity and scope of thetraining. A
NeedsAssessment for anintroductory or familiarization training program, even thoughit might addressa
national audience, doesnot havethe sameintense Needs Assessment for content asonewhichwould
address technical or serious issues which would be delivered to groups whose actions are more critical .

Gap Assessment

Following the needs assessment, by whatever method or processisused for determining thetaskswhich
arecomponentsof an activity or job, it isnecessary to determinewhich onesare already present inthe
workforceand requireno additional training. It may al so benecessary to determinethedegreetowhich
someof thetasksare subjectsof other training, either preserviceor in-service, whichthepractitioner is
likely to havereceived through other programsor processes. The purposeof the Gap A ssessment isto



reducerepetition and redundancy in specifictraining components. Inthisregard, itisimportant toframe
tasksand activities using termswhich describethebehavior or theskill needed and not rely on esoteric
jargon or terminol ogy which may mask thebehavior and resultinduplicativetraining. If somepractitioners
aretrainedin"hazardousmaterialsremova" and theactivity iscaled "toxin cleanup and transportation” on
thetask inventory, theactual task and behavior required could be duplicative of existing training yet not
readily apparent. Duplicityisnot,inand of itsdf, badif itisintentiond. If duplicity isinadvertent, it reduces
the credibility of the process and the program, as well as wasting resources.

Issues relevant to Gap Assessment
Previous training and experiences
Existing training
Existing proficiencies
Current performance
Deficiencies
Preferences regarding strategies
Characteristics of learners
Resources available to learners and instructors

Theseissuesand e ementshel p to focuscons deration and assessment. Each representsadifferent aspect
of theenvironment, organi zations, or clientele. Thesystematic addressing of eachissueand dementinsures
that there will be little or no inadvertent duplication and helps to frame the curriculum.

Criterion for Competency and Performance

The segue from Needs Assessment to Curriculum Development is the determination of criteriafor
competency or performance. More will be said about Competency-based and Performance-based
Instruction inthefoll owing section but the Needs A ssessment process providesan excellent opportunity
to get more information than simply the tasks which need to be the subject of the training.

Peterson® mentionsthe step of " Devel optraining objectivesor things parti cipants can do upon compl etion”
between the Needs A ssessment and the devel opment of the curriculum. Hestates" Thetraining objectives
should fall into place naturally and easily from your training needs analysis work."*

Twotypesof objectivesareidentified inthe curriculum devel opment literature: terminal objectivesand
enabling objectives. "The terminal objective represents performance in the worker role or aclose
approximation of that role. It focusesontheway astudent should performwhenintheintended work
situation."™ Theterminal objectiveissimilar toacompetency or performance objectiveand specifiesthe
ultimatestandard for anactivity. "Theenabling objectivefocusesonwhat thestudent must learnto attain
thetermina objective. Theenabling objective servesto guidestudentsfrom wherethey areat thebeginning
of instruction to wherethey should be at theend of theinstruction."'® Thereisalmost alwaysaseriesof
enabling objectiveswhich serveto guidethelearner, step by step, and affirm that they are progressingin
thecorrect directionandinthecorrect order. Typicdly theenabling objectivesmovefromthemost smple
level sto themost complex level swithin theinstruction necessary to accomplishthetermina objective. For
this purpose, it isimportant to consider ataxonomy or classification of educationa objectives. This
classification is the starting point for the next section on "Curriculum Development.”



Summary

Thereareinformal methods of ng needsfor training initiativesand therearemoreformalized,
standardized processes. Each method hasadvantagesand disadvantages. What has been presented here
has been the suggestion that the less rigorous approaches have aplacein theinitia conception of the
traininginitiativesbut, astheinitiative maturesand devel ops, the needs assessment should becomemore
formalized, rigorous, and methodol ogically defensible. Methodssuch asthe Del phi Techniqueand Task
Analysisprovide proven approachesto assess ng the specific needsof acurriculum. Ultimately, testsof
proficiency may proveto be a useful tool in needs assessment and, as described in the next section,
curriculum development, revision, and evaluation.

Determining thegoa sand objectivesof atraining programisessentia to success. Onceobjectivesare s,
itiseasier to defineneedsandtoidentify gaps. Competency and performancearecertainly dependant
upon theobjectivesof thetraining program. Strategic planning can beaviable method for assessing needs,
defining god sand objectivesandrevisingtheinitiative. Additiondly, thesynthesisof approachestakesinto
cons deration theadvantagesof the quicker, informal approachesand therigorousformal gpproaches. We
suggest a holistic approach to the assessment of training needs.
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Introduction

Curriculum Development is the term often used to describe both the entire process of assessing the
need for courses, designing the program, developing the courses or lesson plans, implementing the
training, and evaluating the training, which of course leads to refinement of the courses. Asused
here, however, " Curriculum Development” is defined as the methods of design and development of
courses to meet the needs of a particular audience or the specific needs determined in a needs
assessment.

As stated by Oliva, "Curriculum development is basically a decision-making process."! Those
making the decisions must sel ect the curricular emphasis, methods and organization, but the choices
are made easier once viable and seasoned alternatives are articulated. That articulation of
alternativesis the specific purpose of this section.



Program Design

Every training curriculum must have aims or objectives. It is necessary to first articulate, in very
discrete form, the overarching objective, goal, or mission of the training program. This statement
servesthe principle of the initiative, guiding it and establishing its parameters. The devel opment of
coursesfor training and education must be consistent with the mission or objective of theinitiative.

The organization of thissectionincludesall of the elements necessary to plan and devel op curricul ar
content. The topics range from broad determinations of the educational objectives of the specific
training coursesto the course development methods. The emphasisison methodology, not specific
content. Content is determined by subject matter experts but should be donein amethodologically
sound fashion. Matrices are presented to summarize the information but readers should be careful
to use the matrices in conjunction with the content of this section, not as proxies or summaries.

Strategic Planning and Curriculum Development

Developing courses and curricula, as well as the assessment of needs, is consistent with the
fundamentals of strategic planning. Strategic planning is more fluid and flexible than long range
planning and has been applied to curriculum development as content has changed and as
technol ogical devel opment has necessitated changein traditional approaches. Course devel opment
is clearly a planning activity.

Although planning has been defined many ways, perhaps the simplest and best definition is “the
linking of knowledge to action.” In framing this definition, Friedmaalso asks the questions:

What knowledge is relevant and with whose actions are we concerned? Curriculum development
seeks to answer the same questions. Strategic planning applied to curriculum development suggests
that the following process be utilized:

Assess current and future needs

Establish objectives to meet those needs

Design a strategic plan (courses or curricula) to meet the objectives
Implement the plan (courses or curricula)

Measure the performance against the objectives

Revise the plan (courses or curricula)

This approach is consistent with the literature on strategic planning (for exampl€) Smitwith
the development of curricula for adults (for example, Finch and Crurfiilton

As a concrete example, the process of curriculum development in medical education has been
described as a "six-step" approaaihich includes:

Problem identification and general needs assessment
Needs assessment of targeted learners
Goals and objectives
Educational strategies



Implementation
Evaluation and feedback

This processis the same as is used in the development of strategic plans to address any issue of
current interest or necessity.

This section includes discussions on Determining Training Objectives, Determining Curriculum
Content, Models of Instruction, Making Decisions in Curriculum, Including Critical Elements of
Training Courses, Linking Courses into a Curriculum, and Revising and Evaluating Training.

Determining Training Objectives

Every serious article and book on curricular development stresses the necessity of formulating
training and course objectives. The accepted processisto first judge the complexity of thelearning
exercise (course), design the exercise to address the objective, fit the instructional method to the
level of complexity, and appropriately test or evaluate the abilities learned.

As was described in the previous section, two types of objectives are identified in the curriculum
development literature: terminal objectives and enabling objectives. "The termina objective
represents performance in the worker role or a close approximation of that role. It focuses on the
way a student should perform when in the intended work situation."® The terminal objective is
similar to acompetency or performance objective and specifiesthe ultimate standard for an activity.
"The enabling objective focuses on what the student must learn to attain theterminal objective. The
enabling objective serves to guide students from where they are at the beginning of instruction to
wherethey should be at theend of theinstruction."” Every course should have objectives. The more
extensive courseswould have both terminal and enabling objectivesand theentire curriculum should
have objectives or expectations for the learners. Framing the objectives is a key element in the
design of curriculum. Fortunately thereissignificant literature to direct the development of course
and curricular objectives.

Perhaps the most respected body of literature in curriculum development is Taxonomy of
Educational Objectivesoftenreferredtoas"”Bloom’s Taxonomy" in deferenceto the primary author,
Benjamin Bloom®. This body of literature addresses three domains: cognitive, affective, and
psychomotor.

Cognitive Domain

Most training and educational initiatives are primarily "cognitive" ones so Handbook I, devoted to
the cognitive domain will be the first one described here. Usually the focus of a curriculum isthe
enhancement of intellectual abilities which "refer to situations in which the individual is expected
to bring specific technical information to bear on anew problem."? Skills combined with knowledge
result in abilities. Thisisthe purview of the cognitive domain.

Theauthorsstateclearly, "webelievethe classification and eval uation of educational objectivesmust
be considered as a part of the total process of curriculum development.” Educational objectivesare
simply the "explicit formulations of the ways in which students are expected to be changed by the



educational process."'® While this appears to be avery basic part of any curriculum or course, it is
one which is often overlooked.

The group of authors, headed by Benjamin Bloom, developed a taxonomy or classification of
educational objectivesfor the cognitivedomain. The objectivesof acurriculum may rangefrom the
simple to the complex. The level of the objective determines the type of curriculum, the type of
instruction and the type of evaluation or examination to be used. The taxonomy or classification
developed and still referenced frequently in developing curricula, stated briefly, is:

1.0 Knowledge (defined "as those behaviors and test situations which emphasize the
remembering, either by recognition or recall, of ideas, material, or phenomena’ **
1.10 Knowledge of specifics
1.11 Knowledge of terminology
1.12 Knowledge of specific facts (dates, events, persons, places, sources, etc.)
1.20 Knowledge of ways and means of dealing with specifics
1.21 Knowledge of conventions (ways of treating and presenting ideas)
1.22  Knowledge of trendsand sequences (processes and directionswith respect to
time; order of events)
1.23 Knowledgeof classificationsand categories(classes, sets, divisionsuseful for
aparticular problem or issue)
1.24 Knowledge of criteria (knowledge of criteria by which facts are tested or
judged)
1.25 Knowledgeof methodol ogy (methodsof enquiry, techniques, and procedures
employed in a subject field)
1.30 Knowledge of the universals and abstractions in a field (knowledge of the idess,
schemes or patterns by which ideas are organized)
1.31 Knowledge of Principles and generalizations
1.32 Knowledge of theories and structures
20  Comprehension (being able to make use of material or communication)
210 Trandation (trandate relationships expressed in symbols such as maps, tables,
diagrams, graphs)
2.20 Interpretation (grasp the thought of awork as awhole)
2.30 Extrapolation (draw conclusions, predict trends)
3.0 Application (ability to apply generalizations and conclusions to actual problems
4.0  Anaysis(breaking down material into itsconstituent parts, detecting the relationships of the
parts and the way they are organized)
4.10 Anaysisof eements (identifying the constituent parts)
4.20 Anaysisof relationships (determine the relationships between the parts)
4.30 Anaysisof organizational principles (assessing the structure and organi zation of the
parts)
5.0  Synthesis (working with the parts of a problem or issue and combining them in a pattern or
structure not there before)
5.10 Production of a unique communication (skills such as writing a procedure using
organization of ideas and statements)
5.20 Production of aplan, or proposed set of operations (taking dataor specifications and
developing a plan of action)



5.30 Derivation of a set of abstract relations (formulate hypotheses or theories)
6.0  Evaluation (making judgments about the value of ideas, methods, solutions or materials)
6.10 Judgmentsintermsof internal evidence (assess probability of accuracy in reporting
facts)
6.20 Judgmentsin terms of external criteria (application of standards or rules)

This classification, though cumbersomein places, provides an excellent and thoroughly researched
method of judging the complexity of the learning exercise (course), fitting the instructional method
to the level of complexity, and appropriately testing or evaluating the abilities learned (See, for
example, Pelfrey’?; aswell as Pelfrey and Hague®™). Most decisions related to the devel opment of
curriculum are based upon the educational objectivesfor each course or curriculum. The centrality
of educational objectivescompelsusto use matriceslater whichincludetaxonomy-rel ated objectives
as akey dimension.

While fitting the curriculum to the learning or educational objective may appear simplistic, itisa
step often overlooked in curriculum design. Thisiswhy virtually every book inthefield stressesthe
use of a classification of educational objectives, with most using Bloom'’s Taxonomy. The use of
this classification throughout this section will add clarity to the need for such as classification.
Brief Explanations of the Cognitive Taxonomy

Knowledge (recognizing or recalling ideas, material, or phenomena)

Knowledge of terminology: define terms, distinguish words, understand
terms and concepts.
Knowledge of Specific Facts: recall facts, dates, recognize events.

Knowledge of ways and means of dealing with specifics:
Familiarity with, conscious of, knowledge of
rules, understanding continuity, know
developmental categories, recognize range of
features, know types, familiar with criteria,
know basic elements, know how to attack or
address problems, know various techniques.
Knowledge of universals and abstractionsin afield:
Know key principles, know major
generalizations, be familiar with key laws,
recall major theories, understand
interrelationships, understand structural
organization.
Comprehension (when confronted with a communication, knowing what is being
communicated and how to useit)
Tranglation: translate from symbolic form, read



illustrations, read maps, tables, diagrams,
graphsto or from verbal forms.

Interpretation: grasp a complete thought or situation,
distinguish between appropriate and
inappropriate conclusions drawn from a body
of data or information, interpret social data,
draw conclusions and state them effectively,
predict trends.

Application (givenanew problem, ability to apply correct abstractions without prompting)
Ability to apply generalizations to problems,
ability to apply procedures to problems, skill
in applying laws to situations.

Analysis(ability to break down material into constituent parts and detect rel ationships of the

parts)

Analysis of elements: ability to recognize unstated assumptions,
ability to distinguish facts from hypotheses,
skill in identifying motives, distinguish
conclusions from the facts supporting
conclusions.

Analysisof relationships: comprehendinginterrelationshipsand order of
relationships, recognizing relevant elements
for validation, recognize essential facts,
distinguish cause-and-effect, detect logical
fallaciesin arguments.

Analysis of organizational principles:

Recognize form and pattern in actions and
behavior, ability to infer purpose or point of
view, ability to infer philosophy, ability to
recognize bias.

Synthesis (putting together elements and parts to form awhole)

Production of a unique communication
Ability to write creatively, make
extemporaneous speeches.

Production of aplan Ability to purpose ways to test a concept,
integrate diverse conceptsinto asolution, plan
aunit of instruction, design toolsor machines.

Derive a set of abstract relations: Ability to formulate a theory of action,
perceive various was to organize actions or



elements to address an issue or problem.

Evaluation (making judgements about the value of ideas, works, methods, or solutions)
Assessingwork, accuracy, or arguments, using
certain criteria, comparing facts, theories or
generalizationsto determinevalidity; appraise
judgements or values.

Affective Domain

The development of educational objectives within the affective domain was a part of the same
“Taxonomy Project” which produced the Cognitive Domain objectives described above. This
portion, however, was directed by Krathwohl, with the assistance of Bloom and *taEm
authors recognize, again, the value of objectives in producing learning experiences within any
domain:
If affective objectives and goals are to be recognized, they must be defined clearly; learning
experiences to help the student develop in the desired direction must be provided; and there
must be some systematic method for appraising the extent to which students grow in the
desired way$’

Though they attempted to use the same basic assumptions for the affective domain as they did for
the cognitive domain, the authors concluded that:

It was presumed that the affective domain, like the cognitive, would be structured in a
hierarchical order such that each category of behavior would assume achievement of the
behaviors categories below it. But it did not appear likely that the principles of “simple to
complex” and “concrete to abstract” would provided as appropriate a basis for structuring
the affective domain as they provided for the cognitive dofiain.

The continuum they developed did organize the process by which a phenomenon or value moves
from a level of basic, general awareness to one of having power or control over the lives of people
or becoming a life outlook. This process describes the degree to which a phenomenon is
“internalized” or is incorporated within oneself. So, at one end of the continuum, there is the
individual “perceiving” the issue, phenomenon, or information while at the other end the person
internalizes the acceptance of emotion and feeling toward the pheoortethe point that the
acceptance is actually an integral part of the person’s value system.

Kelman described the same process but used internalization as the la§t s€emwohl and
colleagues used internalization as the description of the entire process of the affective domain. They
viewed “compliance” as a low-level awareness, “identification” as a mid-range descriptor, and
“internalization” as the development of a value complex which is more ingrdined.

Before describing and discussion the Taxonomy of Educational Objectives in the Affective Domain,
it would be wise to point out that the affective and cognitive domains are not mutually exclusive.
As will be obvious, some of the elements of the affective domain, particularly those at the lower



levels of the domain, are similar to some levels of the cognitive domain. The advantage offered by
the affective domain is the appreciation of the information or “knowledge” as something more than
simply rote memory.

The classification scheme for educational objective in the Affective Domain is:
1.0 Receiving (attending)

1.1 Awareness
1.2 Willingness to receive
1.3 Controlled or selected attention
2.0 Responding
2.1 Acquiescence in responding
2.2 Willingness to respond
2.3 Satisfaction in response
3.0 Valuing
3.1 Acceptance of a value
3.2 Preference for a value
3.3 Commitment (conviction)
4.0 Organization
4.1 Conceptualization of a value
4.2 Organization of a value system
5.0 Characterization of a value or value complex
5.1 Generalized set
5.2 Characterizatidh

Receiving, the first level of the continuum, is the sensitivity to a phenomenon or stimuli. The person
must be willing to “eceive” the message or inforn@ti Awareness, as the first subcategory in this
level, is almost a cognitive endeavor. It requires that the learner be conscious of something, not for
purposes of remembering it (as in the cognitive domain) but just to take it into account. The
recognition or awareness is not based on information committed to memory or learned but on
feelings, attitudes, and impressions. The recognition of people or eventefremh mews stories

would be an example of “awareness.” “Willingness to receive” is the next subcategory within
Receiving. “Like awareness, it involves a neutrality or suspended judgement toward the séinulus.”

It goes beyond simple awareness and extends to tolerance for a stimulus. Some of the terms which
would be found in learning objectives at this level of the affective domain include “tolerance for,”
“accepts differences of,” “amenable to,” “disposed toward,” “inclined toward.” It is most often
tested using interest inventories to determine things or stimuli tipenesnt finds not be
unpleasant. The third subcategory in “Receiving” in the affective domain, is “Controlled or Selected
Attention.” The description given for this level which differentiates it from the previous one is
“there is an element here of the learner’s controlling the attention, so that the favored stimulus is
selected and attended to despite competing and distracting stimuli.”

Responding is the second level of the taxonomy. “Responding” is used to describe “responses which



go beyond merely attending to the phenomenon. The student is sufficiently motivated that heis not

just willing to attend, but perhaps it is correct to say that he is actively atterféliftgépresents a

very low level of commitment. The first of the subcategories is “acquiesce in responding.” This is
synonymous with obedience or compliance and is more passive than active. This “willingness to
comply” can be judged by the degree to which one does what they are expected to do. “Willingness
to respond” suggests a slightly higher level of compliance in which the learner voluntarily engages
in or practices an activity. The next subcategory, “satisfaction in responding” suggests that
responding results in a feeling of satisfaction or an emotional response of pleasure to the task,
activity, or stimuli. The continuum of subcategories in the second level of the taxonomy show a
change from mere compliance to some level of eagerness in and action or activity.

The third tier of the taxonomy is that of “Valuing.” It is defined as the recognition that a thing,
phenomenon, or behavior has worth. Worth is an abstract concept that is self-defined based on one’s
own definitions and assessment. The first of the subcategories of Valuing is “Acceptance of a
Value.” It suggests a desire or a continuing desire or an acceptance of reljydosib something

due to its intrinsic value. “Preference for a value” shows a deeper involvement or interest where one
willingly and somewhat enthusiastically accepts responsibility for a task or action because they find
the purposes and objectives worthwhile and pleasant. Krathwohl describes the best test for
“preference for a value” as a devised situation where a variety of choices of actions, items or
criterion are available and the persons selects the one or ones for which they have a preference.
“Commitment,” the next subcategory, is synonymous with “conviction” and “certainty,” not in the
cognitive or intellectual sense, but in general reactions, beliefs, or values. It suggests a degree of
loyalty to and strong acceptance for an ideology, feeling, or concept.

“Organization,” the fourth level of the taxonomy, is a difficult one to describe. It is the initial
development of a system of values where dominant and pervasive ones are evident and dormant ones
less so. It suggests preferences within a preferred category of values. The first of the subcategories,
“Conceptualization of a Value,” involves the categorizing, and conceptualizing, though not
necessarily in verbal terms, of value preferences. It is determined by evidence that evaluative
judgements have occurred through an examination of the interrelationships between feelings and
commitments. These are more at the unstated level, however. The second tier in this level of the
taxonomy, “Organization of a Value System,” does suggest the verbalization of an ordered set of
values or relationships within values. It is shown by the degree to which a person can and does
weigh alternative policies and practices, not in the intellectual sense, but in the sense of strongly
preferred concepts.

The top level of the taxonomy is “Characterization by a Value or Value Complex.” It suggests that
the person has developed a “philosophy of life” through the integration of values and beliefs. The
first of the subcategories is “Generalized Set.” It is defined in a number of ways, including:

a determining tendency, an orientation toward phenomena, or a predisposition to act in a
certain way;

a persistent and consistent response to a family of related situations or3bjects.



While these are vague “definitions” it should be noted that the difficulty is in defining an abstract,
almost indefinable concept. The best term which captures the thought of “generalized set” is
“attitude cluster” based on judgements and opinions. The next subcategory, “Characterization,” is
the highest level in the internalization process. It represents a philosophical focus which emerges to
the point that it is defined generally and has limits or borders that are relatively known and
understood rather than vague and amorphous.

The Taxonomy of Educational Objectives in Affective Domain is somewhat useful in curriculum
development. As stated earlier, most of what is done in education and training is cognitive but there
is sufficient affective influences to merit inclusion. Most of those which can and should be
addressed in curriculum, however, are in the lowest levels of the affective taxonomy. In fact, later,
we will group all elements of the affective domain together when we begin to describe clear
objectives and instructional techniques.

Psychomotor Domain

Armstrong and colleagues defined the psychomotor domain as behaviors that “place primary
emphasis on neuromuscular or physical skills and involve different degrees of physical déxterity.
The development of literature addressing this domain has, for whateven,réagen far less
prevalent than literature addressing the other two domains. The terminology describing the various
taxonomies and the levels tend to use psychological categories. Additionally, there is no single
accepted taxonomy for this domain where there is a high level of acceptance for the taxonomies
described in the other two domains.

Probably the most widely accepted taxonomy in the psychomotor domain is that developed by Anita
Harrow? The model she described has six levels and subcategories within each:

1.00 Reflex Movements
1.10 Segmental Reflexes
1.20 Intersegmental Reflexes
1.30 Suprasegmental Reflexes
2.00 Basic-Fundamental Movements
2.10 Locomotor Movements
2.20 Non-Locomotor Movements
2.30 Manipulative Movements
3.00 Perceptual Abilities
3.10 Kinesthetic Discrimination
3.20 Visual Discrimination
3.30 Auditory Discrimination
3.40 Tactile Discrimination
4.00 Physical Abilities
4.10 Endurance



4.20 Strength
4.30 Flexibility
4.40 Agility
5.00 Skilled Movements
5.10 Simple Adaptive Skill
5.20 Computed Adaptive Skill
5.30 Complex Adaptive Skill
6.00 Non-Discursive Communication
6.10 Expressive Movement
6.20 Interpretive Movement

While this taxonomy provides great specificity, it may provide more than is useful here. Again, it
isexpected that most of the educational and training activities occur in the cognitive domain so that
isthevenuefor detailed descriptions. For the psychomotor domain, it might be useful to havealess
detailed but more obvious set of categories. Simpson developed such a taxonomy.?® Actually,
Harrow's taxonomy was a refinement of Simpson’s. Below is a brief description of Simpson’s
taxonomy with examples for each general category:

Description of Simpson’s Psychomotor Taxondmy

Per ception ability to identify based on feel or touch.

Set able to demonstrate use of simple tool, instrument, or
mechanism.

Guided response able to imitate an observed movement or procedure.

M echanism demonstrate mixing or combining of chemicals.

Complex overt response  operate complex or intricate equipment.
Origination create original exercise, movement, game, or technique.

Thethree domains described should account for any and all educational objectiveswithin atraining
or education curriculum. The development of training and educational objectives require the use of
action words - verbs - to describe the behavior expected. Below isatable showing thelevelsin the
three taxonomies and some verbs that would apply to each:



Cognitive Domain Taxonomy and Verbs

Level Verbs
Knowledge identify, specify, state
Comprehension explain, restate, trandate
Application apply, solve, use
Anaysis analyze, compare, contrast
Synthesis design, develop, plan
Evaluation assess, evaluate, judge

Affective Domain Taxonomy and Verbs

Level Verbs
Receiving accept, demonstrate awareness, listen
Responding comply with, engage in, volunteer
Valuing express a preference for, show concern
Organization adhere to, defend, synthesize
Characterization by value show empathy, show ethical consideration

Psychomotor Domain Taxonomy and Verbs

Level Verbs
Perception distinguish, identify, select
Set assume a position, demonstrate, show
Guided Response attempt, imitate, try
Mechanism make habitual, practice, repeat
Complex overt response carry out, operate, perform
Adaptation adapt, change, revise
Origination create, design, originate

Cognitive: Recall or recognition of knowledge and the development of intellectual abilities and
skills.

Affective: Changesin interest, attitudes, and values, and the development of appreciations and
adequate adjustments.

Psychomotor: Develop manipulative or motor-skills which are neuromuscular or physical and
involve different degrees of physical dexterity.




It isclear that more emphasis here has been placed on the Cognitive Domain. That emphasisisnot
accidental. While all three domains have bearing on curricular development, “with the exception
of work by people like Rousseau, Froebel, Pestalozzi, and Neil, most of the rest of the world ...
marches to the beat of the cognitive drumni&iThe learning objective determine, to a great degree,
the content as well as the delivery methods of a curriculum.

Determining Educational Objectivesfor Courses

There are three elements or components which should be considered in preparing educational
objectives?® These are:

a. Activity: The behavior expected of the learner
b. Conditions: The conditions under which the behavior is to be demonstrated
C. Standard: The proficiency expected of the learner.

The use of specific verbs to describe the expected behavior or performance of the participant in a
learning exercise is, of course, preferred. The more general the “objective,” the less it is understood
and the less likely it is to be accomplished. It is not necessary that the objective for a course be
quantifiable but it should not be so vague that it is meaningless.

The conditions under which the behavior is to be demonstrated is either artificial (classroom) or
realistic (simulation or actual practice) and this gives further meaning to the objective as well as the
type of educational model, method and delivery.

The proficiency or mastery expected of the participant is key to evaluating performance as well as
evaluating instruction. If the instructor cannot articulate the expected proficiency level, which is
somewhat different from the behavior expected, there is little opportunity to assess the instruction,
the learning, or the effectiveness of the endeavor. Typically, the performance levels differ from the
behavioral expectations in terms of the quantifiability of the performance goals. Performance-based
and criterion-based objectives and educational approaches are consistent with the last of the three
elements.

Methods of Determining Curricular Content

The methods of determining curricular content range from very infolasslg faire approaches to
very formal, structured methods. The following discussion describes several methods along with
the advantages and disadvantages of each.

DACUM Approach

A quasi-informal but successful method of developing the basic elements of instruction and
curriculum is known aBevelopingA CurriculUM or DACUM. This approach was developed by

the Canada Department of Manpower and Immigration along with the General Learning
Corporatio®® and is a quick, straight-forward approach to developing the key elements of a
curriculum. The first step in DACUM is the development of a single sheet skill profile which serves



asthecurricular plan. The profileistypically developed by agroup of experts or personsskilled in
that particular profession or activity. The DACUM group or committee developsthe profile which
serves as the basis for instructional content and may suggest the evaluation instruments or
approaches.

Using the profile as a guide, the committee devel ops course which, intuitively and based on their
expertise, islikely to addressthe elements of the skill profile. The curriculum may beasinglecourse
or aset of course, organized in alogical sequential fashion. A variation of this model is the use of
experts, meeting informally, to devel op the skill profile while a subsequent group or groups validate
the profile and develop the curriculum.

The DACUM method is the method used most often to quickly respond to new issues or problems
where action is imperative and, even if the instruction is not exactly on target, it is better than
existing approaches and, in the collective wisdom of the experts, is the most appropriate under the
circumstances. This method is widely accepted and often used. It is similar to the informal and
formal discussions and interviews describe in the previous section. While it may suffer from
questions of reliability and validity, it may be the best, most appropriate method for the initial
develop of a curriculum on any topic, serving as a starting point from which other, more rigorous
methods may spring.

The Delphi Technique

The Delphi process is designed to provide the central or “true” answer to a question or issue.
Originally developed by the RAND Corporatiéinthe Delphi Technique is a more formalized

process than the DACUM model but retains many of the same elements. A panel of experts (Delphi
Panel) is posed a set of questions, often through mailed questionnaires, regarding the future needs

in a particular area. The responses are tabulated, grouped and assessed. The process is then repeated
with refinements in the issues and questions, until consensus of the experts is attained. Once
consensus is attained, the presumption is that the content is the best, from the standpoint of the
experts. The Delphi approach is useful in model building and can form the basis for planning future
activities, in addition to the development of a curriculum.

The Delphi method is generally expedient, inexpensive, easily understood, and versatile. It can be
used wherever expert opinion is believed to exist. It has grown in popularity and has generally been
accepted in the fields of education, criminal justice, business, and economics.

A major difference between the DACUM model and the Delphi Technique is the interaction of the
experts. In the DACUM model, the experts can and often do discuss and debate the merits of
various approaches. While this has the advantage of providing context and informing the next stages
of discussion and decisions, it may also bias the results. Dominant or aggressive experts may
prevail, even though the basis of their arguments may not be the most compelling. The Delphi
Technique keeps separate the experts and only the substance, not the emotion, of their comments and
suggestions is evaluated and rated.

This technique is a strong one for predicting future events, needs, or actions but is only as valid as



the presumptions and caveats of the experts. Within the law enforcement arena, the Delphi
Technique has been used to predict future needs of police, based on economic, socia and
demographic, and political variables.* Asthese variables change, as political powers comeinto or
go out of office for example, the validity of the predictions changes. The same is true of a
curriculum developed through a Delphi Technique.

Critical Incident Technique

Although this approach appears to be based on some catastrophic event, it frequently is used to
identify any skill or performance deficit. In its broadest sense, the Critical Incident Technique
responds to the question, What do professionals need to know in order to respond better to an
activity or incident? Often supervisors or managers within an organization or group are asked to
complete a "Critical Incident Form" on all incidents or situations they can remember that are
associated with the type of activity under consideration. These supervisors or managers are not
asked to anticipate the future (as experts are often asked to do) but to recollect past events and
comment on things the worker did or did not do that could be considered afailure or flaw. These
behaviors or activities then represent the universe of actions which need to be corrected through
instruction. The activities are grouped and prioritized then incorporated into instruction.

Thisprocess hasahigh level of validity, sinceit isbased on past events and observed behavior, but
is still subject of errors of interpretation. Additionally, the supervisors or managers may not be
aware of all flaws or deficits. When activitiesinvolve multiple professions or occupations, thereis
little opportunity to have comments which address panoramic problems or flaws or to prioritize the
various activities.

Task Analysis Approach

Although the Task Analysisis discussed in the previous section on "Needs Assessment,” it is an
often-cited approach to determining content of curriculum, not simply the need for a curriculum.
In this section, the discussion is limited to content determination applications of Task Analysis.

A task may be the comprehensive body of activities of a profession or occupation or it may be the
limited and focused activity associated with a particular function or situation. Task Analysis"can
be viewed as an assessment of the specific 'tasks' that need to be performed to appropriately deal
with the problem."® The "problem” may be an isolated incident or situation which requires
particular skillsor abilities. The analysisrequires complete and comprehensiveidentification of all
activities or tasks associated with the incident or situation. Following the listing of activities or
tasks, typically veteran professional sresponsiblefor doing that or similar activitiesor tasksareasked
to vaidate the list or "inventory" and may indicate the frequency or criticality of the item or task.
Theresult isan inventory of activities or tasks which need to be included in instructing workers on
the accomplishment of the problem or training for an occupation. The advantage of this approach
isthe systematic and quasi-scientific methodol ogy used, suggesting generalizability, reliability and
validity. The process is frequently a long one and the effectiveness is determined by the
comprehensiveness of theinventory. Task Analysisisoften used for entry-level instruction and not
for specialty in-service activities however it is unparalleled in its comprehensiveness.



Methods of Determining Curricular Content

Objective (Bloom's Level of Cognition) DACUM  Delphi Critical Incident Task Analysis
Knowledge XX | XXX XXX XXXX
Knowledge of Specifics XX [ XXX XXX XXXX
Knowledge - ways to deal with Specifics | XX [ XXX XXX XXXX
Knowledge of Principles and theories X XXX XXX XXXX
Comprehension X XXX XXX XXXX
Trandation X XXX XXX XXXX
Interpretation X XXX XXX XXXX
Extrapolation X XXX XXX XXXX
Application X X XXX XXXX
Analysis X X XX XXX
Analysis of Elements X X XX XXX
Analysis of Relationships X X XX XXX
Analysis of Organizational principles X X XX XXX
Synthesis X X XX
Evaluation X X XX

X’sindicate the perceived strength of the approach at the level of cognition

Modd s of I nstruction

Curricular content is determined by a number of issues, not the least of which is the anticipated
model to be used in the instruction. The fields of education and instruction are awash with models
and examples of instruction and education. For our purposes, we will focus only on three models
which haveface validity and which appear to addressthe types of instruction appropriateto training.
The three models discussed here are the Update Model, Competency-based Instruction and
Performance-based Instruction.

Update Model

The ssimplest, most obvious model for professional instruction and training is the Update Model.
Under this model, there exists new developmentsin afield or profession for which a practitioner
needs to be updated in order to remain current. Thismodel isthe basisfor continuing professional
education in many fields of practice, including law, medicine, nursing, dentistry, architecture,
pharmacy, law enforcement, and many others. The continuing education may be self-directed or
directed by the profession. The objective is simple - transfer information through exposure to new
approaches or new ideas. Thistype of instruction isamost always associated with the lower levels
of the taxonomy of educational objectives where knowledge, and perhaps comprehension are the
objectives. The application of the information is assumed to be self-motivated, as appropriate. It
may well bethat all of theinformation provided in the Update Model isnot useful to the practitioner
or professional. Theassumptionisthat they will utilizethat which isappropriate and store away that
which is not currently useful or needed.

Legal updates in law enforcement serve as a good example of this model. Many states have
continuing education expectations, or "in-service" training requirementsfor law enforcement. Some



states provide loose guidelines for that training but some mandate that legal updates be a core
element representing up to 20 percent of the mandatory training. The legal updates will be useful
to some and not useful to others but the information is deemed important enough that all be exposed
to the new data.

This model suggests selectivity among the courses offered and those chosen by the professionals.
As some point out, "keeping professionals and business people up to date is ameans, not an end in
itself. When the educator chooses among possible updatesto offer, and when the learner selectsone
update opportunity rather than another, there are criteria at play that carry each well beyond
considerations of simply keeping up to date."* With this model, courses can be designed quickly
and, if modificationsneed to occur, it will become obvious. To somedegree, thedemand for courses
governsthe offerings so there is an assumption that the profession and the professionals know what
they need, within limitations, and will select accordingly. Errorsin the courses or the content are
less egregious since the audience is broad-based and the information is less complex.

Competency-based Instruction

Competency-based instructionisamorerecent devel opment and i sdirected moretoward thedelivery
of aservice or skill. "Competence includes a broad range of knowledge, attitudes, and observable
patterns [of] behavior which together account for the ability to deliver a specified professional
service."* This method of educating or instructing has frequently been used in the devel opment of
medical curricula. A key general consideration in thisapproach isthe determination of the elements
whichrepresent competencein each stage of abilities. Theseelementsrepresent thespecificlearning
objectives for each course and each program of training. "Generaly accepted definitions of
competence refer to both the presence of characteristics or the absence of disabilities that render a
person fit, or qualified, to perform a specific task or to assume a defined role."*

Just as competency is the core element of competency-based instruction, courses, information and
materials are included only if they contribute to the development of an individual’s competence.*”
Competence must be defined, criteria established, assessment of competence determined and
progress charted.

McGaghie® suggests that the methods for establishing competence levels are: self-reports by the
practitioners, observation by peers, task analyses, critical incidents, and expert’s opinions. These
methods closely parallel those used in needs assessment and in curriculum devel opment.

Others suggest more objective and quantitative measures of competence. Theseare, of course, more
defensible based on reliability and validity. Competence in knowledge areas at the lower levels of
the taxonomy of educational objectives would be judged simply by tests. Competence in areas at
the upper levelswould be proven by exercises or tasks. AsNowlen says, "competence understood
as knowledge and skill is more easily investigated and defined by research” while "richer concepts
of competence has to receive more careful attention."®* Competence-based instruction is
individualistic in its focus and its assessment. Competence is assumed to be based on individual
criteria which, in many instances, is correct. Some activities require collective work and that
suggests another model of instruction and curricula, the performance-based model.



Competency-based instruction, for al of itsvirtues, doesnot addressall issues. Itismost consistent
with individualized instruction. Competency, as used in the literature, is primarily an individuals
level of activity, at or above an established standard. For group activities, Performance-based
Instruction is preferred. The following matrix suggests the purposes of training, by methods of
instruction:

Purposes and M ethods of Instruction

Purpose of Training Update Method Competency-Based Performance-Based
Mass Awareness and Information Preferred
Develop Individual Knowledge, Skills, Appropriate | Preferred - Preferred - Group
Abilities In-service Individual Training
Training
Develop Group Abilities, Skills, Preferred - Group

Many of the activities in a professional setting are group activities. It is important, therefore, to
address the preferred method of group expertise, Performance-based Instruction.

Performance-based I nstruction

Ancther relatively new approach to continuing education and adult education is "performance
model" or performance-based instruction. Under this model, performance criteria are established.
These criteriaare usually based on a proven need or deficit. The difference the learning activity is
expected to make in the individual, the activity or the organization is the performance criteria.
Performance-based instruction serves as a model for performance-based standards.®® It is not,
however, strictly based onindividual performance. "Performanceisafunction of both individuals
and ensembles. Even as an individual matter, performance is the result of interacting social and
personal influences."

A very structured approach to performance-based instruction design (PBID) is provided by Pucel.**
Under this structure, there are seven components: program description, content analysis, content
selection, content sequencing, lesson structuring, lesson delivery formatting, and evaluation and
feedback procedures. Thismodel allows the development of courseswhich are simple or complex,
individualized or group/organizational exercises, delivered using traditional, modularized,
programmed or computerized instruction, and have al of the elements of feedback and revision. It
iscritical, under thismodel, to establish course content by functions, by behaviors, and by processes.
Objectivesare devel oped and are to be based on performance. Whilethisisthe most versatile of the
models, it is also the most rigorous and structured in its devel opment.

Models of Training

Objective (Bloom's Level of Cognition) Update Competency Performance
Knowledge XXX XXXX XXXX
Knowledge of Specifics XXX XXXX XXXX
Knowledge of ways to deal with Specifics | XX XXXX XXXX




Knowledge of Principles and theories XX XXXX XXXX
Comprehension X XXXX XXXX
Trandation X XXXX XXXX
Interpretation X XXXX XXXX
Extrapolation X XX XX
Application XXX XXX
Analysis XXX XXX
Analysis of Elements XXX XXX
Analysis of Relationships XXX XXX
Analysis of Organizational principles XXX XXX
Synthesis XXX XXX
Evaluation XXX XXX

X’sindicate the perceived strength of the approach at the level of cognition

Aninteresting application of performance-basedtrainingisinthefield of law enforcement. Thermer
states "simply attending a class and receiving a certificate does not demonstrate learning or
satisfactory performance."** He points out that "as a performance-based occupation, law
enforcement can implement a measurable and valid performance-based system of assessment and
unite that with the high standards traditional in law enforcement training." This article focuses on
the assessment portions of training but suggeststhat avalid assess, whichisperformance-based, will
drive the curriculum and the training, making it more appropriate to the field. The process of
assessment requiresinstructorsto devel op task-oriented, performance measures, in order to evaluate
trainees. Ultimately the "portfolio method" of assessment was developed. This method, however,
required aframework for "competency” in the accomplishment of tasks. Whether this approach is
called " performance-based" or "competency-based" it still representsaval uableeffort to develop and
apply standards of outcome to instruction. These standards, help to fashion decisions about
curricular content as well as assessment decisions.

Whatever the terminology employed, training curriculamust consider issues such as essential skills
or minimal competencies to be accomplished at various stages in the curriculum process. These
issues go to the core of the relevancy of the instruction. If there are no objectives, there can be no
confidence in the relevance.

Making Decisionsin Curriculum

Asthe preceding discussionsindicate, atraining curriculum can be developed using any of several
approaches. It can be developed in the abstract or it can be developed based on an assessment
current knowledge including projections of current and future needs. Abstract development isthe
least reliable and valid of the approaches. It may be the necessary approach if curricula must be
developed in an entirely new area of inquiry, devoid of knowledge and information. To use this
approach when information is available but not being utilized or considered is irresponsible
curriculum planning. It would be somewhat arrogant for any agency to assert that it knows what
training isneeded and for whom, without regard for the needs, gapsand capacities of the personsand
agencies receiving the training. We believe that such an approach would be recognized by the
recipient as indefensible, therefore shunned or certainly not embraced.



The assessment of current knowledge, current needs, and future needs represents the appropriate
predicate for aviabletraining initiative. Thisassessment isessential for the development of avalid
curriculum on a subject.

As is true of any decision-making process, there are many elements which must be considered.
Three basic elements to be considered are: constraints, implications, and needs.

Constraints

Time and resources are two of the key constraints which are most often of concern. If decisionson
curricular content must be made quickly due to the criticality of the subject or the demands by
professionals, the models used to determine curricular content which are responsive to quick
determination are the ones most likely to be employed. These models may help to guide the
decision-maker in leaning toward or away from certain elements of the curriculum.

Resources, most frequently funding for an activity, certainly influences which training can and
should occur. Again, the decision-maker, as a responsible administrator of resources, must
sometimes compromise ideal strategiesin consideration of constraints.

Implications

Thecriticality of issuesand training along with the effects of potential mistakes, represent important
considerations in selecting curricula. Just as triage is necessary in emergency health care, the
identification of the most serious and most important issues should guide the selection of training
content. Similarly, theimplications of mistakes - including erroneous material or failing to include
important material - must be considered. These Type | and Type Il errors (Type | error isan error
of inclusion while a Type Il error is one of erroneous exclusion) can affect both quality and
resources. The more critical theissue, the better itistorisk aType | error and include material that
is not germane rather than exclude material that is later found to have been important.

As curricula are evaluated, refined, and revised, the likelihood of errors decreases.
Needs

Curriculum development is a continuous process. Just as curricular content may be determined
through avariety of processes, some complex and some simple, the continuing needsof thecurricula
may be determined using the same processes.

Below are two approaches described earlier which can be used to make decisions associated with
training programs and curriculum:

Rational Process. If there is insufficient time or insufficient information on which to
proceed but it isessential to proceed quickly, arational approach, informed by expertsonthe
subject, may be the most viable method to use to make key decisions on the inclusion of
information in a curriculum. This method, however, should be restricted to the initial



approaches and not the revision and continued development of the curricula. If the experts
on the subject are sufficiently knowledgeable, representative, unbiased, and articulate, the
initial curricula should be appropriate and valid. This method is an established one in the
development of curricula in training and education. It relies upon the strength of those
experts who recommend and design the elements, based on their intuitive and experiential
views of needs and gaps.

Assessment Process. The assessment of constraints, implications, needs and gaps, using

proper methodol ogy, can serve as the most defensible method of deciding on any curricula.

What is suggested here is a general assessment, based on the dimensions described above,

of afunctional category, not an assessment of specific agencies. Sometimes the clientele or
“end-users” are asked to respond to structured (sometimes unstructured but focused)
guestions regarding their needs and gaps. The curricula, if based on this method, are insured
to be responsive to the perceived needs of those receiving the instruction. Subject-matter
experts still have a key role to play in this method of curriculum development. The questions
must be asked in ways that are performance-based, not terminology based. The responses
must also be representative of the groups being surveyed (survey is used in the generic sense
here and does not restrict the enquiry).

The "assessment process" can be used in concert with or subsequent to the “rational process”
mentioned above. An initial curricula, lesson plan, syllabus, or technique may be based on a

“rational process” and subsequent curricula, plans, syllabi, or techniques based on the more reliable,
valid, and defensible “assessment process.”

Another method incorporating the two would be a “generic” curriculum designed to inform the
clientele of the subject so that the subsequent assessment would be more likely to identify the issues
associated with the topic. This would be particularly useful in esoteric areas where it is likely that
the clientele “does not know what they do not know” and, therefore, could not respond precisely to
the issues. It would be essential, however, to follow the generic curriculum with an assessment to
determine the most appropriate instruction to be offered subsequently.

Method of Delivery

To demonstrate the centrality of educational objectives, the following table is extracted from
information provided by Kern, et &. It provides us with a description of the most appropriate
methods of delivery, based on the type or category of the learning objectives and the domains in
which they are present:



Instructional Type of Objective
Methods o . :
Cognitive: | Cognitive: | Affective Psychomotor: | Psychomotor:
Low High Competence | Performance
Readings/Video | XXX X X X
Lecture XXX X X X
Discussion XX XX XXX X
Problem- XX XXX X
solving
exercises
Programmed XXX XX X
learning
Learning XXX XXX X X X
projects
Role projects XX X XX
Demonstration X XX XX
Real-life XX XX XXX XXX
experiences
Simulated X XX XX XXX X
experiences
Video review X XXX X

In this table, the instructional methods can be described as:

Readings/Video -

Lecture -

Discussion -
Problem-solving exercises -

Role projects -
Demonstration -

Learner in apassiverole.

Learner in passive role, information able to be verbalized.
Learner in amore active role, feedback immediate.
Active learning with problem solving skills reinforced.
Programmed learning - Material organized and presented in sequential, modular fashion.
Learning projects-

Active, self-paced, ipsative, may involve simulations, involves

problem-solving, applications.
Appropriate for psychomotor skills, experience different roles.

Passivelearning for more complex skills, psychomotor especially.
Real-life experiences - Necessary to understand, appreciate, experience - affective and

psychomotor.

Simulated experiences -
Video review -

Evaluative as well astraining.
Evaluation, reassessment, repeat.




The difference in psychomotor competence and psychomotor performance methods are associated
with “demonstrated”or formative competence and “proven” or summative performance.

There are as many methods of delivering training as there are methods of communicating. The most
appropriate methods again vary by function, anticipated performance, jurisdictional imperatives and,
to a lesser degree, incident type. While this topic will be considered in its entirety in a subsequent
chapter, some of the locales appropriate for training are:

Central Location Training: Some training courses are best offered in central
locations. The reasons for transporting participants to central or regional locations
can include issues such as models, rare equipment, instructional continuity, and the
like. The important issue to remember is the centrality of the educational objective.
It should guide the selection of the material and the selection of the most appropriate
location for the dissemination of information. The more complex and technical the
instruction, typically, the more likely it will be delivered in a specially suited
environment. This environment may well be a centralized location. Another
consideration is the heterogeneity of the participants. If economies of scale do not
suggest on-site training, they may suggest centralized facility training.

On-site Training. This traditional method could be offered at agency-specific
locations, jurisdiction-specific locations, or regionally. Traditional methods are most
appropriate for many clientele but time and travel restrictions may limit the audience.

TV/Video Instruction. Many agencies and clientele would find it difficult if not
impossible to attend training sessions of sufficient length to address the issues but
could best utilize structured training. Capsulized training or instructional vignettes
may be most appropriate for some audiences, depending on the sensitivity of the
topic and the information.

Computer-based Instruction. This method may incorporate Internet instruction with
the now established computer-based models for delivery of instruction to different
audiences. This approach offers the most flexibility for the clientele.

Whatever the method or approach to the delivery of instruction, virtually all research and literature
on the topic of instruction suggests that there be a reliable and valid assessment of the information
assimilated by the participants. Exposure to information does not insure assimilation of information.
Some instructional approaches may prove to be better than others in the transfer of information and
the development of performance. Learning objectives and behavioral objectives, key elements of
any syllabus, are hollow unless measured. Each instructional component, class, video, etc. should
have an assessment of information understood and retained by the recipient. Tests may not be the
best method of assessing the instructional impact and many other methods are available for
consideration. Regardless of the method, the recipients’ ability to synthesize knowledge, skills and
abilities is essential and should be measured to judge the impact, efficacy, and appropriateness of
the instruction.



Approachesto Training Delivery

Objective (Bloom's Level of Cognition) Centralized On-site TV/Video Computer

Knowledge XX XX XXX XX
Knowledge of Specifics XX XX XXX XX
Knowledge - ways to deal with Specifics | XX XX XX XX
Knowledge of Principles and theories XX XX XX XX

Comprehension XX XX XX
Trandation XX XX XX
Interpretation XX XX XX
Extrapolation XX XX X

Application XX XXX X

Analysis XX XX X
Analysis of Elements XX XX X
Analysis of Relationships XX XX X
Analysis of Organizational principles XX XX X

Synthesis XX XX

Evaluation X XX

Curricula, to be defensible, appropriate, and valid, must consider the elements listed above. This
consideration is typically included in a needs assessment which identifies the gaps associated with
each element. Gaps are the focus of training because it is not productive to provide training on
existing capabilities, unless they are to be revised and altered or applied differently.

Linking Coursesinto a Curriculum

This step in the processis actually aculmination and synthesis of the other steps. Oncethetraining
objectives have been determined, both globally and specifically, using both terminal and enabling
objectives, courses are developed to meet the objectives. Logic and expertise have a great deal to
do with the linking of courses but perhaps the most important criteria rest in performance and
competencestandards. Inthese standardsaredevel oped, alongwith measurablecriteriafor ng
them, the curriculum should become more evident. Some courses will be prerequisites for others.
Typicaly the progression of courses will be consistent with the progression along Bloom’s
Taxonomy. These educational objectives, progressing from the ssmple to the complex cognitive
skills, represent the compass for a curriculum. Typically, the steps in the classification can be
considered building blocks. Theidentification of standards for each of the courses allows potential
participants to determine the level at which they should enter the curriculum, based on their prior
training, knowledge, skills and abilities. Linking coursesinto a curriculum is verification that the
process has objectives and that the objectives can be ordered.

Revising and Evaluating Training

Regardless of the care taken in the development of curricula, it is necessary to evaluate the content
and methods of instruction aswell as the persons and organizations delivering the instruction. The



evaluations, to be beyond reproach, should be developed and analyzed by individuals and groups
independent of the instructional process. The primary objective in evaluating the instruction isto
identify needs, gaps, and capacities being met by the curricula and those which are not being met.
Another objectiveisto verify or validate the instructional process, including the method of delivery
aswell asthe persons and organizations delivering theinstruction. Of course, aparallel purposefor
evaluation isto certify the knowledge, skills, and abilities attained by the participant in the training
process. Sponsoring agencies may see this purpose as the central one but our task hereisto address
the curricular concerns.

Revisionsof curriculashould be based onthe analysisof theevaluations. Continuation of instructors

and instructional organizations should be supported by the analysis of participants’ reviews of the
method, style, and quality of the instruction. Several models of “student evaluations” are available
from most universities. These instruments evaluate the quality, impact, and utility of instruction
through a series of core questions and other questions which may be selected by the instructor.

The process used to assess the needs and the development of the curriculum should be replicated
periodically to verify, validate and revise the educational objectives of each course and the entire
curriculum. Evaluation is a feedback loop which informs the earliest stages of the curricular process,

a process which is on-going and continuous. Evaluation becomes a process which has been
described as a "cycle within a cycfé.Specific participant's performance evaluation may be norm-
referenced (each participant compared to other participants) or it may be criteria-referenced
(standards or criteria exist against which the performance is assessed). Clearly the criteria-referenced
approach is preferred for curricular development, assessment and revision. Standards may, however,
be evolving in certain disciplines and for certain topics. Through the assessment and evaluation of
performance, curricula are assessed and standards emerge which can be applied to next-generation
participants.

One of the keys to an appropriate and successful evaluation of a course or a curriculum is the setting
of objectives. "Educational literature has provided us a model that states objectives should be set
at the outset in planning continuing education programs. ... objectives should be set in behavioral
terms: what the learner should be able to say or do upon successful completion of the program.
Evaluation of the program and participants should be bassttomplishment of the objectives."

Phillips® rejects the frequently-stated myth that training programs cannot be evaluated, stating that
they can and they must be evaluated. He provides several models or approaches to evaluation, one
of which is Kirkpatrick's Four Levels of Evaluation:

Level Question

Reaction Were the participants pleased with the program?

Learning What did the participants learn in the program?

Behavior Did the participants change their behavior based on what was learned?

ResultsDid the change in behavior positively affect the organization?

Educational objectives, particularly Bloom's taxonomy, provide insight into the development of
objectives and the appropriate methods of evaluating the learning. Pretest, posttest methodologies



can be used to fashion evaluations on the behavioral implications and the outcome or results.

Evaluating the instruction can lead to better instruction. Evaluating the course or program can lead
to better courses and programs. Evaluating the learner can lead to standards and measures of
competency or performance which can anchor the initiative, giveit credibility and durability, and
produce adiscipline or paradigm. To do anything less suggests that theinitiative is temporary and
not worthy of serious training.

Summary

This section has accumulated prominent and current literature on the topic of curriculum
development. As is evident, there is no “standard” approach to the development of a curriculum,
the approach is dependant upon a number of issues. An effort has been made to articulate the issues,
define the approaches, and provide matrices to focus the matching of approaches to objectives.

Key to the development of an appropriate training initiative is the development of training
objectives. What is presented here is the most widely accepted classification of educational
objectives, Bloom’'saxonomy of Educational Objectives. This classification guides the selection

of training content, methods of instruction and methods of evaluation.

Several methods for determining curricular content are described. All are appropriate and viable,
depending upon the instructional model and the decision-making elements. The DACUM approach
is one used most frequently during the early stages of a training initiative. As the initiative matures,
other approaches such as the Delphi method and Task Analysis method are appropriate for strategic
development of training programs.

Again, depending upon the training objectives, it is important to define the training approach as
“update,” “competency-based,” or “performance-based.” This determination may vary by course and
by audience but it may be one of the most important ones in the development of a curriculum.
Competency-based training is more individualized and can easily lead to standards and expectations,
by function and by level. Performance-based training is more appropriate for group activities and
it, too, can lead to standards and expectations, against which performance can be measured.

Evaluation methods are dependant upon educational objective, level of instruction and type of
training. Nonetheless, evaluation is critical and necessary. Itis necessary to determine competence,
performance and the need for and direction of revision of training courses, curricula, and programs.
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Introduction

The delivery of properly prepared training and education can be quite simple or extraordinarily
complex. The type of material being taught determines, to a great degree, the method of delivery.
Thischapter will addressindividualizedinstructional approachesaswell asgroup training methods,
including technology-based training in both categories.

Delivery methods have sometimes been grouped under the general heading “Implementing the
Curriculum.” The elements and criteriaincluded inimplementing a curriculum are generally broader
than those in simply determining the delivery method. Prior to addressing the delivery methods and
in an effort to accommodate the topic comprehensively, we will first address the issues which must
be considered in implementing a properly developed curriculum.

Integration of Courses

The first key decision in the sequencing of courses is the determination of core courses, skills,
knowledge or abilities. If they are “core” then, by definition, they should be shared by all
participants. The integration of courses in a curriculum conform perfectly to the “Curriculum Spiral”
described earlier. Because we have discussed that topic thoroughly, we will not replicate it here
other than to advise that it must be a consideration in the delivery of courses in a curriculum. There
must be a continuity of courses such that the prerequisites are made available first and the specialized
courses or skills available later. “Expert Bypass” is the proposition that “trainees demonstrating
competence before an instructional module are allowed to skip it” (See, for example, Mallory and
Steelé in Kelly’'s bookK). Clearly this sequencing suggests that there are definable and testable
competencies for particular skills and skill levels.

School-based L earning

The historically dominant method of instruction in the United States in the past century has been the



school-based experience. Thisnecessitates student or participant travel tothefacility for instruction.
Thisfacility may be call alaboratory, college, center, or ssimply school. It presumesthat it is more
expedient for participants to travel to a centralized location for training, education and study than
for the instruction to be provided at the work-site. Community colleges, technical schools, and
vocational schoolshavetaken thetraditional concept of centralized instruction and meldedit slightly
by making the instruction centralized but more accessible. The rationale for school-based or
centralized learning experiences rests with either efficiency or effectiveness.

It would be grosgly inefficient for instruction to be transported to each individual trainee or learner,

unless the trainee’s time were more valuable than the instructors or there were travel limitations on
the trainee. If there are individual trainees, seeking similar instruction, who are reasonably mobile,

it is generally more efficient to require that they travel to a central location for the instruction. This
historical rule-of-thumb is reinforced if there are idiosyncracies regarding the facility, such as
instructional materials, library, media materials, or specialized equipment which make it in-
expedient to transport the training to the general area of the trainee. In these instances there could
well be one centralized facility for specialized instruction which could not be replicated elsewhere.

A hybrid or compromise to the centralized facility model but still in keeping with the school-based
instruction, is that exemplified by vocational schools, community colleges, and technical schools,
which have branched into relatively remote areas and communities. These provide greater
accessibility without too much compromise of the advantageous facilities for learning.

Within the training environment, it is not unusual for training to be regionalized when materials can
be transported less expensively than transporting all of the diverse trainees who might attend.
Hotels, conference centers, and other meeting facilities can serve as school-based instructional
platforms, particularly if the instruction is primarily lecture or presentation of materials. When
demonstrations or specialized, immobile equipment or materials are necessary for the instruction,
it is necessary that the school-based instruction be held at a particular facility and a compromise
would affect the quality or content of the instruction.

Work-based L earning

In spite of the historical precedent of school-based instruction, more technical and skills training
courses are conducted in the work-place. This appears to be the venue for the most realistic
experiences the participant can have if the skills learned are to be applied in the workplace. Work-
based learning has distinct advantages, even for traditional college or university stuBlents.
technical and skills training, work-based instruction again rests on the determination of efficiency
and effectiveness. If there are sufficient numbers of participants who need or desire the instruction,
it may be feasible for the instructional unit, including instructor and materials, to travel to the work-
site. Clearly this is advantageous to the trainees since they are inconvenienced the least. In this
instance, it would be mosfficient to provide work-based instruction.

Efficiency is not the prime consideration, however, in selecting work-based instruction. An artificial
environment such as a school or even a training facility, may not provide the best, most realistic
surroundings for training knowledge, skills, and abilities which must be operationalized in the



workplace. Granted, many agenciesand organi zations have attempted to replicate the workplacefor
training purposes. The U.S. Mine Safety Enforcement Administration has replicated amine at the
national training facility; the Federal Bureau of Investigation has replicated an urban setting for
firearms training; the Federal Law Enforcement Training Center has utilized homes and other
buildings for mock searches and crime-scene investigations instruction; and, Kentucky Fried
Chicken headquartershasafully operational KFC restaurant inside its management training facility,
complete with and indoor drive-through, for training purposes. These are just some examples of the
degree to which organizations go to replicate the workplace. The mere replication of the workplace
impliesthe preference for that as the stage for training. In all but one of these examples, the issues
involve safety of participantsand bystanders. Clearly, there cannot be live-firing exercisesin urban
areasfor thetraining of personnel. These examplesdo, however, point to the effectivenessof training
in the workplace as the best opportunity to apply immediately the instruction received.

The most appropriate facility “is one that facilitates, rather than impedes, the achievement of the
training objectives” (See, for example, Westd Kelly). This comment, while obvious to the point

of being a truism, suggests that it is important to again address the issue of instructional or learning
objectives when addressing school-based (centralized) instruction, blended school-based
(regionalized) instruction, or work-based (localized) instruction.

Training Environs

Objective (Bloom's Levels of Cognition) Centralized Regionalized Localized

| Knowledge | XXX [ XXX | XXX |
Knowledge of Specifics XXX XXX XXX
Knowledge of ways to deal with Specifics XX XXX XXX
Knowledge of Principles and theories XX XXX XXX
Comprehension X XXX XXX
Translation X XXX XXX
Interpretation X XXX XXX
Extrapolation X X XX
Application XXX XX XXX
Analysis XXX XX XXX
Analysis of Elements XXX XX XXX
Analysis of Relationships XXX XX XXX
Analysis of Organizational principles XXX XX XXX
Synthesis XXX XX XXX
Evaluation XXX XX XXX

X’sindicatethe perceived strength of the approach at the level of cognition

This matrix does not capture the nuances and issues inherent in each training location. As stated
above, specialized equipment, advantageous support services such as library, information, or a
variety of experiences as well as the sensitivity of the training, may necessitate or negate certain



locations or facilities. Generaly, the more genera the training, such as within the category of
“Knowledge,” the less important it is where the training occurs, or, as we will see below, how the
training occurs. It is generally better, however, for work-related training to occur in the
circumstances and surroundings most like the work environment, which, in most cases, is the work-
site.

Individualized Instruction
As with every other topic related to curriculum development and delivery, individualized instruction

is complex and requires that several components be address simultaneously. The five components
associated with individualized instruction according to Finch and Crurkiten

. student

. instructional content

. instructional media

. instructional strategies

. instructional environments

According to Finch and Crunkilton, the organization of the components revolve around the student,
as shown in the following graphic.

Individualized instruction, as the name suggests, seeks to accommodate the specific needs of the
individual student and provide “whatever arrangements are necessary to ensure that each student will
be constantly engaged in learning those things that are of greatest value to himself or Heushif.”

an approach is instruction-intensive and presumes that the purpose of instruction is to augment the
individual’s abilities.

Thisisin contrast to a group learning experience or the delivery of instruction at the request of or

to benefit an organization where the objective isto enhance individual performance asit relates to

agroup, teamor organization. Typically individualizedinstruction may bepreferablebut unrealistic.

Hybrids of this approach use diagnostic tools to determine each individual’s progress and stage so
that the instruction can accommodate the individual but within the organizational exigencies.



The model presented below depicts aprocess of determining the content of a curriculum or course,
the strategy to be used in the delivery of the content, the media most appropriate, and the
instructional environment, all within the context of the agency or organization. Thismodel changes
the dynamicsof theinstruction significantly becauseit makes central the agency or organization, not
the participant. Thismodel is more appropriate for contract training than for traditional education.

In thisgraphic, the student is still the central element for instruction but the context is one of agency
or organizational imperatives.

Individualized instruction is an extremely valuable educational model of delivery. Reynolds
provides us with more than simply the centrality of the learner in his definition of "Individualized
Instruction:"

An instructional technique in which the instruction is designed to be used by individual
learners. Thelearner istaught only the material that isnot already known, instead of taught
everything in a specified curriculum asis true of traditional instruction. Thisis more than
learners simply working on materials without regard to the activities of other learnersin the
same class. All individualized instruction is self-paced instruction. But not all self-paced
instruction is individualized.?

It is clear from Reynolds’ description that individualized instruction is always competency-based.
The objective is to provide the individual with the knowledge, skills, and abilities needed to do the
job specified.

Since individualized instruction is competency-based and self-paced, there are several delivery
techniques which apply. Independent studies and self-directed instructional packages are very
appropriate. Additionally, technology based training is amenable to individualized training.

Computer-assisted instruction is an effective approach in delivering individualized instruction. Itis,
however, only one medium for the delivery of training.



Description of Instructional Delivery Methods

As mentioned earlier, there are as many methods of delivering training as there are methods of
communicating. Since the most appropriate methods vary by function, anticipated performance,
jurisdictional imperatives, learning objectives, and resources, it is not possible to provide a
prescription for the correct method to use. Some of the approaches introduced earlier but restated
here with greater clarity are:
Central Location Training: Some training courses are best offered in central
locations. The reasons for transporting participants to central or regional locations
can include issues such as models, rare equipment, instructional continuity, and the
like. Theimportant issue to remember isthe centrality of the educational objective.
It should guide the selection of the material and the selection of the most appropriate
location for the dissemination of information. The more complex and technical the
instruction, typically, the more likely it should be delivered in a specially suited
environment. Thisenvironment may well beacentralized location or it could be that
the more appropriately suited environment for complex training is the “work-site”
since that is the location of the most realistic applications. As mentioned below
when addressing computer-assisted instruction, “fidelity” or complexity of the
information becomes an issue in determining if training should be centralized or
decentralized. Another consideration is the heterogeneity of the participants.

If economies of scale do not allow on-site training, they may suggest centralized facility training.
Previously labeled “school-site” training, centralized instruction is the traditional method of
instruction and, with traditional educational objectives, it is the default method. With professional
training, it is often the secondary, rather than the primary method, since the work-site is the location
for the training to be applied. Educational objectives at the highest levels of the taxonomy are
appropriate for this type of “work-site” instruction.

On-site Training or Work-site Training. This traditional method of professional
training could be offered at agency-specific locations, jurisdiction-specific locations,
or regionally (although it becomes more like central location or school-site
instruction if regionalized facilities are selected in order to reduce participant costs
and not for the purpose of taking advantage of certain localized equipment or
facilities).  This is, arguably and with all other things being equal, the most
appropriate training location for professional training, particularly that which is skill-
oriented, and linked to variances in equipment or logistical support. “Work-site”
training carries with it thexact conditions under which the participant must work
when and if it is necessary to employ the information or activities learned. With
traditional educational objectives, this is the secondary method or location of delivery
but with professional training, it is frequently the primary or default method and
location. Mitigating factors include the presence or absence of conflicting and
complicating variables. Educational objectives at the highest levels of the taxonomy
are appropriate for this type of “work-site” instruction.

TV/Video Instruction. Many agencies and clientele would find it difficult if not



impossibleto attend training sessions of sufficient length to addresscomplex issues.
Similarly, there may be too few participants at a single location to merit work-site
training but there arethose who could utilize structured training. Passive, capsulized
training or instructional vignettes may be appropriatefor some audiences, depending
on the sensitivity of the topic and theinformation. Thisinformation and instruction
may be disseminated through television or video. This medium is well suited for
update training and non-complex, awareness instruction.

Televised instruction can easily be interactive and distance learning initiatives are
developing quickly in every field of education. This moves the instruction from
entirely passive to more of an active or participatory endeavor. No matter how
interactive the process, thereis still an element of artificiality which may adversely
impact someinstructioninthehigher levelsof educational objectivesinthecognitive
and psychomotor domains. This delivery method may be quite effective in the
dissemination of information to large audiences, in varied or remotelocations, when
theinformation is at the lower levels of the taxonomies of educational objectives.

Computer-based I nstruction. Thismethod may incorporate Internet instruction with
the now established computer-based models for delivery of instruction to different
audiences. This approach offers the most flexibility for the clientele. Reynolds
provides us with six modes during which computer-based instruction may be

appropriate:
. Tutorial
. Drill and Practice
. Instructional Game
. Modeling
. Simulation
. Problem Solving

The typical tutorial session may provide the learner with information, refresh
the learning of the information through prompts, and then check the
understanding of the information through self-paced testing. The result is a
reinforcement of the learning of information as well as an instant assessment
of the learning. The merit of computer-based instruction, as used here, is its
role in the instructional process. The tutorial function is a mildly active, not
passive, system for instilling information and insight and then reinforcing the
information.

Drill and practice is a variation on the reinforcement process. Through
repetition and immediate feedback, the learner reinforces correct information
and does not develop pathways for incorrect information. This, along with
the “tutorial” sessions, are good practice for learning terminology or specific
information, again, at the lower levels of the taxonomy of educational

objectives.



Instructional games, asaninstructional technique, aspointed out by Reynolds

“does not mean frivolous activity.” Rather, it is a programed method of
accomplishing the learning objectives in an organized fashion which uses
scenarios as methods of stimulating learning through following rules to
overcome barriers or problems. This method is effective in practicing step-
by-step processes but still carries an element of artificiality.

Modeling is “the use of the technology-based system to represent another
system or process” which is likely to be quasi-realistic in its assumptions and
characteristics but still represents a fictitious exartiple.

Simulation, as used in computer-assisted instruction, is the use of a fictitious
but representative situation or device which has a high degree of fidelity to
provide practice for the learner. It is a method of applying the information

or processes learned, again with immediate feedback, to reinforce (or alter)
the learning. Live simulation will be described in the next chapter as a
means, arguably the most sophisticated means, of evaluating processes, but
here it is used as a method of computer-based instruction to teach and
reinforce teaching. It is more of a process of “practice” than of training or
teaching. Simulation presumes some base-line knowledge and, in most cases,
complex knowledge. The simulation is an opportunity to practice that which
has been learned. Itis often assumed that high fidelity is better but that is not
necessarily the case. The more complex the initiative, the more complex the
simulation. “Fidelity” is often a term used to describe the complexity, not
just the pixels of the display of the simulation. The clarity of the
representation of the problem or dilemma addressed by the simulation is, of
course, important. This is often called for in military simulatins.

Problem Solving has been one of the least useful applications of computer-
assisted instruction. It seems counter-intuitive that a technologically
advanced tool, like the computer, would not be perfectly suited to the higher
levels of learning but that is not necessarily the case. Computer-assisted
instruction is interactive, to a degree. There may be infinite possibilities in
a problem or issue but only those methods that have been predicted and
programmed are likely to be successful. This can be affected by the
complexity of the program, the simplicity of the project or problem, and the
limitations on innovation in dealing with the problemupgorting the use of
computers in complex instruction, however, is the development of programs
that can learn as the participant presents it with new and unanticipated
methods of responding to the problems. These “expert systems” are
developing at a fast pace and may prove to be very effective.

Itis clear that these methods of delivering individualized instruction are malleable and can be varied
to meet the exigencies of the situations. One suggestion made in the literature is to tailor computer-
assisted instruction into “computer-supported learning resources” especially for more complex tasks



and analyses or problem solving.*? It should be warned, however, that computer-based instruction
isgenerally adifficult medium for the training and education at the highest level s of the educational
objectives. Thisisespecially true where alternativesto action or responses are unlimited or where
realismisimportant. Simulationsare also limited. Within medicine, simulators are being used for

surgery; within aviation, simulators have long been used to “train” pilots; and firearms simulators
are being used to train and evaluate law enforcement officers in their judgement as well as skill.
There is, of course, less risk of harm using computer models and simulations but there is also the
assumption that basic or even complex knowledge, skill and ability is already present. The
“simulators” are more for practice or evaluation than for initial training.

Whatever the method or approach to the delivery of instruction, virtually all research and literature
on the topic of instruction suggests that there be a reliable and valid assessment of the information
assimilated by the participants. Exposure to information does not insure assimilation of information.
Some instructional approaches may prove to be better than others in the transfer of information and
the development of performance. Learning objectives and behavioral objectives, key elements of
any syllabus, are hollow unless measured. Each instructional component, class, video, etc. should
have an assessment of information understood and retained by the recipient. Tests may not be the
best method of assessing the instructional impact and many other methods are available for
consideration, such as simulators described above. Regardless of the method, the recipients’ ability
to synthesize knowledge, skills and abilities is essential and should be measured to judge the impact,
efficacy, and appropriateness of the instruction.

The matrix below captures some of the general tenets of the locale of individualized training.
Approachesto Individualized Training Delivery

Objective (Bloom's Levels of Cognition)  Centrdized On-site TV/Video Computer

Knowledge XX XX XXX XX
Knowledge of Specifics XX XX XXX XX
Knowledge - ways to deal with Specifics XX XX XX XX
Knowledge of Principles and theories X XX XX XX

Comprehension XX XX XX
Translation XX XX XX
Interpretation XX XX XX
Extrapolation XX XX X

Application XXX | XXX X

Analysis XX XX X
Analysis of Elements XX XX X
Analysis of Relationships XX XX X
Analysis of Organizational principles XX XX X

Synthesis XX XX

Evaluation XX XX

X’s indicate the perceived strength of the approach at the level of cognition



Curricula, to be defensible, appropriate, and valid, must consider the elements listed above. This
consideration istypically included in a needs assessment which identifies the gaps associated with
each element. Gaps are the focus of training because it is not productive to provide training on
existing capabilities, unless they are to be revised and altered or applied differently.

Group Instruction

A viable aternative to individualized instruction, and one which is often preferred, is group
instruction or training. Some of the concepts described above apply equally to group instruction and
to individua instruction but here we will address the group training experiences, potential,
advantages and disadvantages, as a delivery method.

Ruyle describes the advantages of group training:

Group training, especially when using | ecture and discussion methods, can be devel oped and
delivered quickly to alarge number of people. A competent trainer generates enthusiasm for
the subject matter and can effectively coach learners, especialy in psychomotor skills.*®

Ruyle goes on to describe the “synergy” which can evolve from a group training session and
experience. The following list clearly delineates the opportunities which appear to favor group
instruction:

. Information must be conveyed to large number of people,

. Training must be developed and delivered quickly,

. A skilled instructor is available,

. Learners lack basic skills,

. Learners are not skilled in self-study and/or self-evaluation,

. Subject matter is particularly difficult to grasp without intervention from an
instructor,

. Learners can be brought together in one place and on a set schedule for instruction,
and,

. Complex psychomotor skills must be learned and practced.

Some of these items are consistent with “work-site” or localized training described under
“Individualized Instruction” but here there is a recognition of the primacy of the group or team, not
just some collection of individual learners who happen to be in the same area or even the same
agency. The mention of a “skilled trainer” does not appear to suggest that when there is not a skilled
trainer, individual training is more appropriate. It appears that the intention is to suggest a different
type of skill involved when, for example, demonstrations are needed in order to give the learner the
information and insight they need to perform properly.

While individual instruction might result in groups being able to perform together, the intention is
to prepare thendividual to perform a task or activity. Group training is most appropriate when the
group is expected to perform together. The approaches adopted by the instructor to accommodate
group instruction are:



. Lecture

. Discussion

. Demonstration

. Case Studies

. Role Playing

. Games (Simulations)

Each of these approaches have advantages and disadvantages, as described by Ruyle:

Lecture

Discussion

Demonstration

Case Study

Role Playing

When to Use: If efficiency is desired; if large amount of information is to be
disseminated; if the audience is large; if information is “introductory” or if
it is followed by instruction with greater depth; if flexibility is needed; if
objective is to convey simple, straightforward facts.

When to Avoid: If affective or psychomotor skills are being taught; if high
level cognitive skills are being taught; if concepts are complex or detailed.

When to Use: If lectures are to be enhanced,; if group is small (20 or fewer);
ifinstructional goals include critical thinking skills; if instructor needs to gain
periodic feedback on learners’ understanding and attitudes.

When to Avoid: If participants have limited background on the subject; if
content consists of clear, straight-forward principles and allows little
variation.

(“A dramatized explanation of a product, process or procetidrer’i)to
Use: If tasks require manual dexterity; if tasks are difficult to conceptualize;
if the process of actions or procedures is important to represent in the
instruction; if complex actions or procedures are being taught.
When to Avoid: If the process is dangerous; if the process poses risk to the
learner or the environment; if the information is so simple that an advanced
demonstration would be inappropriate.

(An event or circumstance which presents a problem to be solved or situation
to be analyzed for instructional purposedben to Use: If bridging theory
and practice; if critical thinking skills are being taught; if application,
analysis, and synthesis are objectives; if realism is important.
Whento Avoid: If learners do not have a good understanding of the rudiments
of the topic or activity; if prerequisite skills are absent; if lower levels of the
taxonomy or educational objectives are being taught - knowledge,
understanding.

(“A contrived event, situation, or circumstance acted out by trainees for
instructional purposes” NOTE: This is consistent with Simulations and
Games and will be collapsed into one category. Later we will refer to this
amalgam as a form of Exercis&¥fien to Use: If application of knowledge,
skills and abilities is being sought; if management, supervision, and



interaction of events or circumstances is important; if sufficient time is
available; if highest levels of educationa objectives are being taught; if
application of learned experiences and processes is important.

When to Avoid: If basic skills are not present; if training is at lower levels of
taxonomy; if sufficient timeis not available.™

The discussion of the methods and attributes of group methods of training fits the taxonomy
precisely and many of these methods were described using the termsin the taxonomy:

Group Instruction Methods Applied to Educational Objectives

Objective (Bloom’s Levels of Cognition) Lecture Discussion Demonstration Case Study Role Play

Knowledge XX
Knowledge of Specifics XX
Knowledge-ways to deal w/Specifics XX
Knowledge of Principles and theories XX
Comprehension X XX X
Translation X XX X
Interpretation X XX X
Extrapolation X XX X
Application X XX XX X X
Analysis X XX X XX
Analysis of Elements X XX X XX
Analysis of Relationships X XX X XX
Analysis of Organizational Principals X XX X XX
Synthesis X XX XX
Evalu